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 i 
    Abstract 
Urban Academy is one of Urban Diverse School Board (UDSB)’s model schools situated in Ontario, 
Canada. The model school program was created to provide students with equitable access to resources 
and learning opportunities. Despite UDSB’s commitment to equity and inclusion, this urban school 
continues to experience persistent achievement gaps when aggregate data are analyzed. Based on student 
data, the achievement gap has been strongly connected to demographic factors such as low socio-
economic status (SES) of the parents. Educators’ beliefs and assumptions of low SES as an external 
factor posit achievement as a dilemma beyond teachers’ control. This Organizational Improvement Plan 
(OIP), guided by Cawsey, Deszca, & Ingols’ s (2016) Change Path Model and Donohoo’s (2017) 
Collective Teacher Inquiry Model, addresses a problem of practice (PoP) that needs school leaders to 
explore the closing of achievement gap through the promotion of collective teacher efficacy (CTE). 
According to research, CTE positively correlates with improved student performance. Academic 
achievement tends to be poorer in schools with lower sense of CTE while improved academic 
performance is higher in schools with greater sense of CTE. In order for Urban Academy to experience 
change and close achievement gaps, this OIP recommends a blend of transformational and 
transformative leadership approach known for fostering collaboration, addressing inequity, and 
modelling valued behaviours and beliefs (Sun & Leithwood, 2012; Shields, 2010; 2013). With deep 
learning and reflections through collaborative inquiry, the preferred solution of this OIP is to explore 
how CTE can be enhanced to effect transformational change that will improve student academic 
achievement. This OIP will be valuable to school leaders and educators interested in developing, 
enriching, measuring, and sustaining collective teacher efficacy. 
 Keywords: urban school, achievement gap, collective teacher efficacy, socio-economic status, 
transformational leadership, transformative leadership 
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Executive Summary 
 
 This Organizational Improvement Plan (OIP) is a research-informed document that explores a 
problem of practice (PoP) that underscores the closing of persistent achievement gaps at Urban 
Academy (an anonymized urban model school) through the development and promotion of collective 
efficacy. This OIP is informed by academic literature, organizational data, school practices, and research 
evidence on the effectiveness of CTE in narrowing achievement gaps irrespective of students’ socio-
economic status, race, gender or cultural background. The leadership of this OIP is guided by 
educational leadership and organizational change theories including social justice and transformational 
leadership theories that fosters collective efficacy. In consideration of the context and demographic of 
the students being served at UA, this OIP is viewed through a social justice lens. To close achievement 
gaps, this OIP posits that it is imperative to take purposeful actions and prioritize through social justice 
lens, students’ unique identities and needs and ensure that race or socio-economic status is not a 
predictor of student success (Boyken &Noguera, 2011; Shields 2010; 2011). 
 Chapter 1 begins with a description of the organizational context of UA while providing an 
understanding of the problem of practice and the broader contextual forces that shapes the identified 
PoP. The current state of the organization and the anticipated achievable future organizational state are 
identified in consideration and alignment with the vision and strategic plan of the Urban Diverse School 
Board (UDSB), an anonymized local school board. The leadership focused vision of the school board 
for change and its organizational change readiness are analyzed while outlining the inquiry questions 
that will guide the OIP. Drawing from educational leadership theories such as transformational and 
transformative leadership, this OIP anticipates the possibility of offering valuable insights into how 
collective teacher efficacy beliefs can be developed, measured, enhanced, and sustained to ensure 
success for students regardless of socioeconomic status.  
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 Chapter 2 addresses the implementation plan developed to propel the anticipated change forward 
while providing perspective on the role of collective teacher efficacy and its power to enhance student 
achievement. This chapter begins with an explanation of the transformational and transformative 
leadership approaches utilized to guide the OIP. It also articulates an analysis of relevant framing 
theories and the framework for leading the change. Drawing from critical organizational analyses and 
organizational readiness assessments, three possible solutions are identified to address the problem of 
practice: (a) Create a context-based model school framework; (b) Establish focused professional 
development and learning communities; and (c) Engage in collaborative inquiry-based learning. The 
collaborative inquiry-based learning solution is chosen as the best option to propel the anticipated 
change forward. Donohoo’s (2017) collective teacher inquiry model is adopted to lead the collective 
inquiry-based learning in combination with Cawsey et al.’s (2016) change path model. Chapter two ends 
with an explanation of the leadership ethics that will apply to the change process with a focus on ethical 
responsibilities and commitments that should be considered during the implementation of this OIP.  
 Chapter 3 presents the change implementation plan developed for this OIP. In connection with 
the organizational analysis and possible solutions outlined in chapter 2, the goals and priorities of the 
change process are articulated while communicating how stakeholders’ reactions to change will be 
addressed. Potential implementation issues, challenges, and limitations that may impact the successful 
implementation of change actions and how they will be addressed are outlined. This chapter also 
explains the approaches utilized for monitoring and evaluating the change process with a focus on the 
formative and summative assessment tools that will be utilized to track change, gauge progress, and 
evaluate change actions throughout the implementation process. A detailed communication plan coupled 
with the strategies and channels that will be used are provided to clearly communicate the need for 
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change and the change process. The communication plan is guided by both Cawsey et al.’s 2016 change 
path model and Donohoo’s 2017 Plan-Act-Observe-Assess (PAOA) model in four cyclic stages.  
 This OIP ends with an articulation of next steps and future considerations for the enhancement of 
CTE that will improve student outcome and close achievement gaps. The next steps and future 
considerations recommended upon the completion of this OIP includes initiating a new cycle of CTI to 
ensure the sustainability of the gains made; establishing a school improvement framework specific to 
each model school with a focus on CTE; and deepening understanding of CTE through student-led 
inquiry. The consideration of the above recommendations may further assist in propelling the goal of 
this OIP which is to improve students’ academic outcomes regardless of their socio-economic 
backgrounds. 
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Chapter 1: Introduction and Problem 
 Donohoo (2017) defines collective teacher efficacy (CTE) as teachers’ attitude and 
collective judgement that together can make a difference for students in their schools. For the 
purpose of this Organizational Improvement Plan (OIP), CTE is context-specific and grounded 
in teachers’ beliefs that are formed based on an evaluation of teachers’ perceptions about their 
own teaching competences, the educational challenges facing the school, and the support 
available in the school (Donohoo & Katz, 2020; Donohoo, 2017; Goddard, 2001). The definition 
above underscores common research arguments that CTE correlates with student achievement 
(Bandura, 1997; Schechter & Tschannen-Moran, 2006; Ware and Kitsantas, 2007; Donohoo, 
2018).  
 This OIP will review a Model School Program (MSP) launched by Urban Diverse School 
Board (UDSB), and examine the role of CTE beliefs in Urban Academy (UA) and how it can be 
used to strategically close achievement gaps and meet organizational goals irrespective of 
students’ socioeconomic backgrounds (both UDSB and UA are pseudonyms). For the purpose of 
this OIP, achievement gap refers to persistent disparities of student academic performance when 
measured aggregately based on the Ontario provincial achievement standards (Ministry of 
Education, 2010). In this chapter, the organizational context which includes the vision of the 
Model School Program, the strategic plan of the school, the leadership position, and problem of 
practice (PoP) will be presented to understand how these facets shape the organization, 
leadership within, and student achievement. This chapter also frames the Problem of Practice 
(PoP) by examining the broader contextual forces shaping the problem and articulate the guiding 
questions emerging from the PoP. The leadership-focused vision for change and organizational 
change readiness assessment concludes this chapter. 
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Organizational Context  
 
 The context of this OIP is situated in Ontario, Canada. Urban Academy (UA), a publicly 
funded elementary school, is one of Urban Diverse School Board (UDSB)’s model schools 
serving students from ages 4 –11. The school’s present location was officially opened in the late 
1990s and currently enrolled approximately 600 students. UDSB students come from diverse 
ethnic backgrounds with diverse academic needs, and many are new immigrants and/or from 
visible minority groups. According to UDSB’s data, more than 40% of its students come from 
lower-income families and are mostly children of families new to Canada (UDSB Census 2017). 
A clearly stated vision is important in any organization as it provides a guideline for members in 
identifying their roles and in providing a commonly understood focus (Northhouse, 2013; 
Cawsey, Deszca, & Ingols, 2016). In alignment with the UDSB’s vision and strategic plan, UA’s 
mission is to promote student success by providing equitable access to programs and resources as 
well as enhancing opportunities that will allow for improved student achievement and well-being 
(UDSB Strategic Plan 2019).  
         As one of UDSB model schools, UA falls under the leadership structure of the district 
school board. UDSB’s leadership, supported by a publicly elected board of Trustees, is a 
hierarchical leadership structure, with the directors and superintendents at the apex of the 
hierarchy. School principals and vice-principals form the middle part of the ladder as middle 
managers while teachers and support staff hold the bottom of the hierarchy as informal leaders 
within the school community. Like most Ontario schools, teachers and the leadership at the apex 
of the hierarchy are more reflective of white, middle-class society (Shannon and Bylsma, 2002; 
Government of Canada, 2011; Ontario Ministry of Education, 2013).  It is also important to note 
that UDSB’s context is a unionized work environment where leaders at the apex of the hierarchy 
have to contend with union demands and contracts. 
THE ROLE OF COLLECTIVE TEACHER EFFICACY 
 
3 
         Historically, the school board is known for its equity-minded visions and continuous 
reforms aimed at improving educational achievement and experiences for all its diverse students. 
In alignment with Ontario's Ministry of Education’s mission of reforming its publicly-funded 
education system and making it one of the best in the world, UDSB leadership's goal is based on 
the neo-liberal trend of developing skilled, innovative, productive, and responsible students who 
can meet the demands of the global market and the international competitiveness of national 
economies (Lingard 2010; Government of Ontario, 2009). Thus, student performance, whether 
strong or poor, is often attributed to schools and individuals rather than socio-economic or 
cultural factors (Angus, 2012; Winton & Pollock, 2016). UDSB’s current Multi-Year Strategy 
Plan (MYSP) aims toward transforming students’ learning and well-being and providing 
equitable access to learning opportunities and resources in all schools (Urban Diverse School 
Board, Strategic Plan, 2018).  
         Over a decade ago, the UDSB launched the Model School Program (MSP) to address the 
widening gap in achievement between affluent and non-affluent neighbourhood schools. MSP 
are mostly in less affluent neighbourhoods. The goal was to ensure equity of outcomes and level 
the playing field for all students irrespective of socio-economic or cultural background (UDSB 
Task Force Report, 2005). In its attempt to close achievement gaps, UDSB created more than 
100 model schools based on the Learning Opportunity Index (LOI) and parents’ income status 
with the following goals: enhance the quality of teaching and learning practices; provide extra 
support services to meet the socio-emotional needs and well-being of students; promote parents 
and community engagement; engage in the ongoing analysis of student progress and program 
success; and share successful best practices among schools (UDSB MSP Report, 2016a). The 
LOI, which is provincially driven, is calculated every three years to rank schools based on 
measures of external challenges affecting student success. These measures include parents’ low 
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income, parents’ lack of formal education and single parent status. Schools with great external 
challenges are ranked high and UA is one of the 10 highest schools on the index (Urban Diverse 
School Board 2017, 2018a). 
  To provide equity of opportunities to all students as stated in the UDSB mission, support 
services were provided for students, professional development and some training were provided 
for lead teachers and coaches, and parent involvement was promoted through parent councils, 
conferences, and community engagements. Equity and inclusiveness were highly promoted with 
expectations of improved achievement and equitable outcomes for all students irrespective of 
economic or cultural backgrounds. Although the MSP has shown improvement over the past 
several years, gaps continue to persist when student achievement data are aggregated based on 
factors such as race, socio-economic status, culture and first language (Urban Diverse School 
Board 2016a, 2019). This calls for a consideration of how school leaders can collaborate with 
teachers at the forefront of education to collectively work internally to close this persistent 
achievement gap. Hence, the proposal to explore the role of CTE beliefs in closing achievement 
gaps for students in the MSP. 
 According to Amachukwu, Stanley, and Olulube (2015), leadership style is an approach 
used to motivate followers and adapting it to fit organizations, situations, or individuals may help 
stimulate stakeholders’ interest in change and limit resistance. One of the most evident 
leadership practices in UDSB is instructional leadership. This aspect of school leadership 
involves aligning school goals with the broader district vision which, in Ontario, is usually 
prescribed by the ministry. However, as Blasé and Blasé (1999) pointed out, instructional 
leadership, which is supposed to be supportive and collaborative, has often been limited 
primarily to classroom and teacher inspection as well as judgement of classroom instructions. In 
recent times, the board has begun to promote transformational and shared leadership with an 
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attempt to lessen or cutback its top-down leadership approach. However, in practical terms, these 
leadership approaches entail setting direction, managing curriculum, allocating resources, and 
evaluating educators and student success with the aim of promoting overall student achievement 
(Blasé, 1998; Urban Diverse School Board, 2019). Based on this leadership model, the UDSB 
model school program is generally managed by centrally assigned principals, individual school 
administrators, program coordinators, and superintendents. Classroom teachers are supported by 
learning coaches and community support workers who work directly with their assigned schools.  
 Also, in alignment with the UDSB strategic plan, UA’s foci are centered around 
promoting equity, student achievement, mental health, and well-being. As a model school 
serving mostly students from low-income families, UA strives to leverage equitable access to 
resources and its commitment to developing a positive sense of well-being and provision of 
opportunities and social supports. For example, hearing and vision screening, pediatric clinics, 
parent support programs and free access to support partners are provided to promote good health 
and hopefully remove barriers to learning (Urban Diverse School Board, 2016a).  The hope is 
that these support systems, coupled with parent and community engagement, will help level the 
playing field and close the achievement gap. Thus, to evaluate the impact of the MSP, parents, 
students, and staff surveys are conducted and analyzed by the district to determine success and 
next steps. Standardized literacy and numeracy assessment for students are utilized as 
measurement tools. 
         Although there is a significant improvement, aggregate data continue to indicate 
achievement and well-being gaps in model schools when socio-economic factors are examined 
(Urban Diverse School Board 2016a, 2017a). The current state is that approximately 50% of 
students are still from lower-income families and there are still achievement gaps in UA when 
compared to other non-model schools (Urban Diverse School Board 2017a, 2018a). For 
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example, an analysis of the developmental reading assessment of students in the early years 
indicates that UA is ranked as one of the bottom five schools in the district, indicating that 
students are not reading at grade level which is fundamental in early years (Urban Academy, 
2017). 
         The envisioned future state for UA, in alignment with the UDSB vision, is to create a 
positive school culture that supports student learning and well-being. Although UDSB’s goal is 
to provide professional training for staff in this area as stated in its mission, the fundamental role 
of CTE elevation in closing achievement and well-being gaps seems to be overlooked (Urban 
Diverse School Board 2019). Therefore, the proposed future state for UA is for school leaders to 
leverage the strengths of transformational and transformative leadership that are being promoted 
by the district and employ a change process that will change UA’s current state and discourse 
through the promotion of CTE beliefs. As Boykin & Noguera (2011) pointed out, to close the 
achievement gap, we must address the circumstance in which learning takes place for our 
students and create school environments where race or socio-economic status is no longer a 
predictor of student success. 
 Generally, like most school boards in Ontario, UDSB aligns its mission and agenda to the 
Ontario Ministry of Education (MOE) and the Ontario Leadership Framework (OLF). 
Provincially, the Ontario MOE’s desire is to support every student along the pathway to success 
without leaving anyone behind. This aspiration is embodied in its 2014 renewed vision to 
achieve excellence, ensure equity, promote well-being and enhance confidence in public 
education (Ontario Ministry of Education, 2014). Accordingly, in alignment with the MOE, one 
of UDSB’s key goals include ensuring success for ALL students irrespective of race, gender, 
cultural, or socio-economic background. However, based on the report of the task force created 
to examine gaps in academic achievement, marginalized students in UDSB model schools were 
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perceived to be facing external barriers to success beyond the school and educators’ control. The 
assumption was that providing extra support and external opportunities and experiences to 
students will help close gaps and improve academic achievement substantially (Urban Diverse 
School Board, 2005). Thus, with MSP, a top-down and one-size-fits-all approach, it was 
presumed that change can only come from students and their families while downplaying the 
district’s role and responsibility in creating an equitable environment where students are 
successful irrespective of family income or parents’ education.  
 Relatedly, salient factors such as the root causes of socio-economic, political, 
environmental, and historical inequalities that are eminent in urban city school communities 
coupled with collective teacher efficacy beliefs in dealing with such barriers were undervalued. 
Also, in evaluating and monitoring the success of the program, the district continues to focus on 
academic achievement based on standardized assessment and graduation rates to determine, 
conceptualize, and quantify student success (Urban Diverse School Board, 2016a). This 
underscores the urgency and rationale for this OIP and the need to leverage research and best 
practices by transforming research findings into tools that may help close gaps through the 
elevation of CTE and ensure success for all students. 
Leadership Position and Lens Statement   
  The positionality of a researcher plays an important role in framing the type of analysis 
conducted. Positionality affects how data and policies are examined, therefore, reflexivity and 
objectivity must be considered and checked throughout an OIP (Rizvi & Lingard, 2010). Thus, it 
is imperative that I acknowledge my place in relation to this study. This section will enunciate 
my personal position (agency and scope) and my personal lens to leadership practice in the 
educational field. 
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 Currently, I am a lead teacher, member of the Administrative Team and the Method and 
Resource Teacher at UA. My position includes planning and organizing professional 
development for staff, working with the administrative team on school improvement plans, and 
overseeing the special education department. In my role, I have the opportunity to work 
collaboratively with teams to shape the direction of the school in the coming years. Also, I bring 
to this study 12 years of teaching experience as an urban educator and have had the unique 
opportunity of engaging in the implementation of UDSB’s model school initiatives and policies 
related to closing achievement gaps and opportunity outcomes for students in three different 
model schools. Conversely, it is important to note that, in identifying my positionality, I see the 
model school program as an equity-minded program that has achieved significant success in 
addressing inequalities in educational achievement, opportunity outcomes, and experiences for 
students. The MSP’s main goal is to provide equity of access to learning opportunities for all 
students. My goal is to serve “the greater good of the organization, community, and society at 
large” (Northhouse, 2016, p. 226), and not to condemn or blame anyone. This study seeks to 
address possibilities and identify concepts in research findings that are applicable and beneficial 
to UDSB’s model school program, specifically in relation to closing gaps for marginalized 
students.  
 As a member of the school administrative team, I work with the Principal to develop 
school improvement plans that aligns with board-wide priorities and strategic plans. For 
example, I was involved in unpacking our school’s reading data to identify students struggling 
with literacy and initiated a parent-led club where parents and students from low socioeconomic 
status (SES) were trained and supported to improve reading skills. Also, as a lead teacher, I have 
the opportunity to work collaboratively with teachers and support staff to shape the direction of 
the school for the coming year. As the Method and Resource teacher, my role is to support 
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teachers, students, parents, and community agencies to ensure that we are meeting the needs of 
our students with learning challenges or special needs. Thus, as a change leader, I believe that 
apart from focusing on building capacity within the school, collaboration and authentic 
partnerships with all stakeholders is crucial for the success of school leadership. During the 
implementation of this OIP, I intend to reach out to others (like support staff, learning coaches 
and community workers), include their voices, and work collaboratively with them to promote 
school improvement and school effectiveness. 
 Leadership refers to a process whereby an individual takes responsibility for influencing 
a group of people to achieve common goals by applying existing resources (Amachukwu et al., 
2015; Northouse, 2016; Rowe, 2007). However, in leadership, a leader’s implicit worldview is 
an important component that impacts organizational improvement plans and their 
implementation. Worldview, defined as a given set of beliefs and assumptions that guides our 
actions (Creswell, 2014), not only defines a leader’s actions, it powers and guides the leadership 
style, approaches, and practices employed. Therefore, in leadership and organizational 
development, I believe that it is important to understand and reflect on our personal worldviews 
and their alignment with the worldviews of the people around us in order to ensure successful 
leadership of organizational improvement. While I acknowledge that no single worldview is 
better than any other, I believe that, to seek synergy and facilitate effective collaboration, it is 
imperative for me as a leader to be aware of my own worldviews and reflect upon which one best 
suits and represents my approach to this OIP leadership and those of my colleagues in the 
organization.  
         My personal approach to leadership practice is a blend of transformational and 
transformative leadership grounded in social justice, which deals with equity and inclusion. 
Social justice resonates with me because it promotes the inclusion of marginalized voices. This is 
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highly relevant and fundamental to a democratic society like Canada, especially Ontario which is 
largely populated by immigrants. It is also relevant to my specific school context where students 
are diverse in a variety of ways. One of Paulo Freire’s concepts for pedagogical change stipulates 
that “it is not enough for people to come together in dialogue in order to gain knowledge of their 
social reality. They must act together upon their environment in order to critically reflect upon 
their reality and so transform it through further action and critical reflection” (The Freire 
Institute, 2018). Similarly, Amachukwu et al., (2015) enunciated that, in the educational context, 
leadership is the ability to foresee the future and effectively influence “the behaviours, thoughts, 
and feelings of those working within it” (p. 12). 
  I believe that it is imperative to ensure that we truly provide equitable access to learning 
opportunities and this can be done through the lens of social justice. Using this lens is a great 
way not only to deliver a meaningful curriculum, but also to develop effective educational 
policies that will help develop “individuals for participation in all aspects of society as active 
citizens … preparing learners with the knowledge and skills to be engaged members of their 
community, with the capacity to exert influence” (Bell & Stevenson 2006, p. 63). However, in 
the exaltation of social justice philosophy, I also believe that it is important not to weaken the 
prominence of the other themes as they are equally crucial to educational improvement planning 
and leadership. For example, accountability is key for effective leadership in any organization. 
Without accountability in leadership, the outcomes of social justice will be unsatisfactory. 
Without accountability, how would the public hold educational leaders accountable for ensuring 
and enforcing teaching and learning that is equitable and inclusive?  
 According to Hallinger (2003), transformational leadership became popular in the 1990s 
as researchers began to focus more on trends in educational leadership which consistently 
promote empowerment, shared leadership, and organizational transformation. Defined as the 
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ability to engage and motivate followers in ways that inspires them to reach a new level of 
commitment and moral purpose (Bass, 1998; Stewart, 2006; Sun & Leithwood, 2012), the 
transformational leadership viewpoint is often rooted in understanding the needs of individuals 
(teachers and students) rather than managing and controlling them towards the achievement of 
organizational goals (Bass, 1998; Hallinger, 2003; Stewart, 2006; Sun & Leithwood, 2012). I 
believe this leadership approach is relevant and suits my agency and research which aims at 
stimulating change from the bottom-up through collective teacher participation. As Hallinger 
(2003) asserted, transformational leadership may be “viewed as distributed in that it focuses on 
developing a shared vision and shared commitment to school change” (p. 331). Thus, at a 
personal level, I strongly believe in honouring and ensuring the inclusion of all voices.  
 Additionally, since transformational leadership focuses on the connections between 
leaders and followers, it allows me to draw from the constructivist theory, an educational 
philosophy rooted in the belief that knowledge and experiences are connected to their social and 
cultural environment. Constructivist theory is centered on the construction of new knowledge 
through observations, experiences and new insights (Fosnot, 1996; Terhat, 2003; C. Liu & 
Matthews, 2005; Hampton, 2010). For true transformation to occur, it is important to use the 
appropriate leadership approach with the goal of constructing new knowledge that will propel the 
change anticipated in this OIP forward. Furthermore, Amachukwu et al., (2015) argue that 
transformational leadership is relational as it allows for a leader to engage with others to create 
connections that “results in increased motivational morality in both followers and leaders” (p. 8). 
Both constructivist and transformational theories stresses the importance of relationships and 
connection of leaders and followers which leads to stakeholders’ empowerment (Hallinger, 2003; 
Lynch, 2012). As a school leader who believes in ethical leadership, this leadership approach 
will enable me to promote CTE, especially the collective power to make a difference to student 
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success. This OIP seeks to construct new knowledge through collective inquiry and reflection on 
current beliefs and practices and use newly constructed knowledge to influence professional 
practices that promotes equity and social justice. Conversely, as a change leader, I must carefully 
consider the limitations and practical implications of transformational leadership and how it may 
impact my OIP. For example, Harris (2013) cautioned that this style of leadership may promote 
the maintenance of status quo within the organization instead of promoting change. Yukl (1999) 
contended that there could be bias towards favouring one specific group of stakeholders at the 
expense of others. Also, stakeholders may become too emotionally involved or transformed over 
time and burn out from prolonged stress.   
 Transformative leadership, an approach I also seek to employ, has the same roots as 
transformational worldview as it encourages collaboration and collective capacity building. As 
Shields (2010) indicated “transformative educational leadership not only works for the good of 
every individual in the school system; … it has the potential to work for the common good of 
society as well” (p. 583).  She argues that “transformative leadership … inextricably links 
education and educational leadership with the wider social context within which it is embedded” 
(p. 559). By blending transformational and transformative leadership approaches, the goals of 
this OIP will be moved forward as teachers will be provided opportunities to reflect, acquire new 
knowledge and learn best practices that will help transform their mindsets and ultimately the 
learning process within each classroom. 
 In summary, I believe that the closing of achievement gaps is a social justice issue. It is 
important for educators to critically consider the needs of all students especially those who are 
marginalized, and ethical leadership is crucial in achieving this goal. I also believe that it is 
imperative to take purposeful actions and prioritize through a social justice lens, students’ unique 
identities and needs based on individual school context and teacher efficacy in combating 
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barriers to student achievement. As Freire (1986) stated in explaining the notion of praxis, the 
actions and reflections of men and women upon their world can help transform it (p. 36). 
Therefore, I see my agency as a change implementer and facilitator seeking to align theory and 
practice to meet organizational goals through transformational and transformative leadership. 
This aligns well with the constructivist approach, a critical foundational theory that will guide 
this OIP. It is also a lens I employ as an educational leader and in my teaching practice.  
 Leadership Problem of Practice 
 
 The problem of Practice (PoP) that will be addressed is the lack of collective teacher 
efficacy which contributes to persistent achievement gaps at an elementary school located in a 
large urban school board populated by students from low socioeconomic background. Although 
the MSP was launched by UDSB in 2006 to help close achievement gaps irrespective of 
students’ low SES, CTE was not explicitly addressed and students’ educational outcomes 
continue to indicate that when aggregate data are examined, there are still gaps in the schools 
that the MSP is created for (Urban District School Board, 2005, 2017a, 2018a; Ontario 
Education Quality and Accountability Office, 2018). UA staff members continue to associate 
gaps with external factors such as parents’ low education and socio-economic status (SES), 
denoting that failures are due to external challenges affecting student success, and that these 
factors are beyond teachers’ control (Boykin & Noguera, 2011; Donohoo 2017; Donohoo & 
Katz, 2020; Parker & Flessa 2011).  Hence, the need to address and investigate the lack of CTE 
beliefs and its role in providing equitable results for UA students. 
 According to research, collective teacher efficacy (CTE) correlates with student academic 
achievement (Bandura, 1997; Donohoo, 2018; Schechter & Tschannen-Moran, 2006; Ware & 
Kitsantas, 2007). Specifically, “Collective teacher efficacy constitutes a powerful factor affecting 
different arenas of the school organization, influencing attitudes, affective, motivational, and 
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behavioural aspects of teacher functioning within school” (Schechter & Tschannen-Moran, 2006, 
p. 481). Teachers in schools with high collective efficacy often undermine poverty, family 
background or socio-economic status as fundamental barriers to student academic achievement. 
Instead, they work hard on student success based on the belief or perception that they can make 
an educational difference to their students’ success regardless of students’ family backgrounds, 
culture, or community issues (Bandura, 1997; Schechter & Tschannen-Moran, 2006).  
 According to research, there is consistent pattern that shows that when aggregate data are 
analyzed, academic achievement tends to be lowest in schools where poverty is concentrated. 
The good news is that this is not a default as research has also shown a significant number of 
high performing schools that existed in high poverty settings where most students come from 
low SES contexts (Boykin & Noguera, 2011; James, Connolly, Dunning & Elliott, 2007; Jerald, 
2001; Parker & Flessa, 2011). For example, in the United States, a report titled “Dispelling the 
Myth Revisited: Preliminary Findings from a Nationwide Analysis of “High-Flying” schools” 
shows fascinating evidence that “public schools can educate poor and minority students to very 
high levels of achievement” (Jerald, 2001, p. 6). According to this report, over 3000 schools had 
students performing in the top third among all U.S. schools in reading and/or math, stipulating 
that under the right environments, children can achieve at high levels regardless of their low SES 
(Boykin & Noguera, 2011). Also, in Ontario, Canada, Parker and Flessa (2011) examined seven 
elementary schools with high populations of low SES families and contended that, despite the 
powerful impact of poverty on student success, educators and other key stakeholders can work 
collaboratively to improve educational outcomes for all students. Similarly, in explaining the 
success of 18 high performing primary schools in economically disadvantaged settings in Wales, 
James et al., (2007) asserted that success was not only a result of ongoing professional 
development, but improvement was also strong because “the ways of working were well 
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established and durable, and inclusive” (p. 580) as the school leaders made efforts to heighten 
collaborative engagement and commitment of everyone involved. As James et al., (2007) pointed 
out, it is important to build strong connections as well as defiance and rejection of all 
assumptions that students from low SES or poor neighbourhoods are destined to fail. 
 Provincially, the aspiration of the Ontario Ministry of Education(MOE), which is 
responsible for educational policies, funding, curriculum planning, and guidelines for all school 
boards, is to support every student along the pathway to success without leaving anyone behind. 
If school boards are expected to work in alignment with the MOE’s mission to provide equitable 
opportunities and ensure success for all students, it is important then to explore why this 
aspiration continues to fall short of producing the expected academic outcomes for students in 
MSP. Perhaps a valuable piece of the puzzle is the indispensable role of educators’ collective 
efficacy and beliefs. Thus, the goal of this OIP is to explore how school leaders (principal, vice -
principal, and lead teachers) can promote the role of collective teacher efficacy beliefs in closing 
the achievement gap for marginalized students from low SES who mostly populate the Model 
School Program. To inform this study, the following questions were considered: 
1. To what extent does students’ low socio-economic family status impact achievement? 
2.   Is addressing only opportunity gap issues for socio-economically disadvantaged students 
in this urban school board enough to enhance academic achievements? 
3. Is developing collective teacher efficacy a precondition for this type of large scale equity-
minded initiative that deals with marginalized students? 
Framing the Problem of Practice  
 This section will attempt to situate the dynamics shaping the problem and highlight the 
broader contextual forces shaping the practices that form the PoP. Apart from understanding the 
discourses surrounding achievement gaps and their connections to SES, it is equally essential to 
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understand, at the macro and micro-level, why closing achievement gap continues to be a 
challenge as well as a feature of school improvement plans. As Martin (2009) suggested, 
examining and understanding the salient features and causal relationships might provide an 
architectural picture of the gap between the current state and anticipated future state of an OIP. 
Cawsey et al. (2016), also noted that consideration for democratic changes, technological 
advances, geopolitical shifts, sensitivity to the physical environment, and security consciousness 
all play a significant role in any organizational change process. Therefore, having a thorough 
understanding of the context and the factors that may impact the change process is crucial.  
 Cawsey et al. (2016) identified five aspects of an organization’s context that must be 
analyzed when engaging in any change process – political, economic, sociological, technological 
and ecological/environmental (PESTE) factors (p. 38). The outcome of a PESTE analysis will 
bring awareness to the context and ensure change agents pay attention to multiple factors and 
adapt to contextual changes as needed during the organizational change process. Conversely, it is 
important to note that there are limitations to the PESTE factor analysis. Some factors will have 
greater impact than others and each factor changes at different rate and time. For example, a 
factor may have changed by the time an OIP is completed or by the time the organization begins 
to figure out how to deal with the factor. Hence, for this OIP, the anticipated outcome of the 
PESTE analysis is not to control the context but to enhance awareness of the context. However, 
in analyzing the PESTE factors, this OIP will focus on three factors– political, economic, and 
sociological.  
 Politically, apart from the fact that education is a provincial responsibility, Canada 
continues to pride itself on an immigration system that welcomes immigrants from more than 
200 countries (Citizenship and Immigration Canada, 2018). Most children in MSP are children 
of immigrants, from diverse cultural background and with diverse needs (Urban Diverse School 
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Board, 2018a). Although provincially, the government is making effort to ensure inclusion and 
equitable access to opportunities for all students, there seems to be reduced sense of urgency on 
the role and power of teachers’ collective efficacy to effectively meet the needs of students in 
urban model schools like UA (Ontario Ministry of Education 2013, 2014, 2017). Pushing this 
idea forward and making it a priority may help in closing achievement gaps.  
 Economically, Ontario continues to be the hot spot for economic immigrants and Canada 
continues to work on its Sustainable Development Goals of reducing inequality and 
progressively sustaining income growth of the bottom 40% of the population (Statistics Canada, 
2017 Income Survey). The term economic immigrants refer to new immigrants to Canada 
seeking an improved standard of living or job opportunities (Organization for Economic Co-
operation and Development, 2014; Statistics Canada, 2017). Urban model schools such as UA 
are populated by children from low SES, mostly first-generation immigrants with limited access 
to opportunities that may help boost academic achievement. UA data indicates that over 40% of 
its population are from low SES with UA ranking as one of the 10 schools at the top of the LOI 
ladder. For example, approximately 50% of the parents are below median family income 
measure earning about $36,000 per annum, while approximately 40% are receiving social 
assistance (Urban Diverse School Board, 2018a). Therefore, it is important for change agents to 
be cognizant of these key factors and to seek to engage teachers and support staff in meaningful 
ways that will benefit both students and parents.  
 The sociological factor at work in UA, as it relates to this OIP, is the mindset that views 
low SES as a barrier to student achievement and “the misguided belief commonly held among 
educators that they lack the capability to impact the lives of their students over and above the 
influence of students’ homes and communities” (Donohoo & Katz 2020, p. 12). The knowledge 
gap regarding the power of CTE fosters implicit biases and stereotypes about immigrant children 
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whose sociocultural and economic backgrounds are often different from teachers and school 
leaders.  
         Apart from examining PESTE factors, another tool that was utilized in framing the PoP is 
Bolman and Deal’s (2017) reframing theory. Bolman and Deal (2017) provides four frames that 
can be applied at different stages to critically analyze and provide multiple perspectives to 
identified problem of practice. The structural framework addresses causality, cause-and-effect 
relationships, and how structural elements may impact change. The human resources framework 
emphasizes the importance of investing in people to heighten organizational growth. The 
political framework stresses the importance of building collaborative power-base to the change 
actions while the symbolic framework addresses stakeholders’ sense of purpose, motivation and 
performance. However, in framing the PoP as shown in Figure 1.1 below, focus will be on two 
frames– the Human Resources and Symbolic Frames.  
 In alignment with the constructivist worldview mentioned earlier on and the goal of this 
OIP which is to construct new knowledge through collaborative inquiry and reflection, the 
human resource and symbolic frames are appropriate and directly relates to this OIP as the focus 
is on people (stakeholders), their experiences and how their worldview shapes the practices that 
form the problem. Also, these two frames which complements the awakening and mobilization 
stages of Cawsey et al., (2016)’s change path model helps in examining both the micro and 
macro factors that may underpin the PoP and in leveraging formal systems and structure to 
identify specific gaps in the present and envisioned future state of UA and UDSB’s MSP. This is 
important because as Cawsey et al. (2016) indicated, these analyses help change leaders to 
understand how existing situations can be leveraged to increase the prospect for the success of 
any organizational improvement. 
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Figure 1.1 Framing the PoP through Human Resources and Symbolic Frames (Bolman & Deal, 2017). 
Human Resources Frame 
 As shown on Figure 1.1 above, the human resources frame helps situate the broader 
contextual forces shaping the PoP as it shows the complex dynamics in relation to the 
intersection of people and the problem (Bolman & Deal, 2017). To close achievement gaps for 
UA students, examining and understanding involved stakeholders is crucial as it will provide the 
insights needed to propel the anticipated change forward. For example, understanding current 
policy implications, the beliefs, perceptions, prejudices, attitudes, and skills of the key 
stakeholders will help shape the underlying elements of the problem. This will enable change 
leaders to effectively facilitate the desired future state while empowering staff and enhancing 
support and commitment to change actions. 
Assumptions and Perceptions at the Macro Level 
         In alignment with the MOE, one of UDSB’s key goals is to ensure success for all 
students irrespective of race, gender, cultural or socio-economic background (Model School 
Program, 2015). Based on the report of the task force created to examine gaps in academic 
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achievement, students in model schools were perceived to be facing external barriers to success 
beyond the school and educators’ control. The assumption was that providing extra support and 
external opportunities and experiences to students will help close gaps and improve academic 
achievement substantially (Urban Diverse School Board, 2005). Thus, MSP, a top-down and 
one-size-fits-all approach, heightened the need for students, their families, and communities to 
take responsibility for student success. Salient factors such as the root causes of socio-economic, 
political, environmental, and historical inequalities that is eminent in inner city school 
communities coupled with collective teacher efficacy belief in dealing with such barriers were 
underestimated. Also, the district continues to focus on academic achievement based on 
standardized assessment and graduation rates to determine, conceptualize, and quantify student 
success (Urban Diverse School Board, 2016a).  
Policy Implication 
         Another significant factor shaping the PoP is that in developing the policy backing the 
creation of the Model School Program (MSP), apart from minimal consideration for teachers’ 
input as evident in task force members, the contextual challenges facing individual school 
community and their specific needs were not well-thought-out (Urban Diverse School Board, 
2005, 2016a). Schools and school leaders were required to wear the same hat, adapt and 
implement the same change actions and strategies prescribed by the school board irrespective of 
contextual essentials. The implication is that educators’ professional autonomy was minimized. 
Teachers who are supposed to play formative role in educational decision-making were at the 
sharp end of policy acting as receivers and implementers. Teachers were expected to ensure 
policies get done in many different contexts and methods in these model schools. As Ball, S. J., 
Maguire, M., Braun, A., & Hoskins, K. (2011) asserted, the teachers are not naïve actors, they 
are creative and sophisticated and they manage to get policies done but they are often overloaded 
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most of the time engaged with “the meaningful and the meaningless” (p. 625) especially when 
they lack the collective efficacy to combat modern-day urban city school challenges. 
Implicit Bias and Self-Fulfilling Prophecy 
         Implicit bias and self-fulfilling prophecy issues are also key considerations in analyzing 
the factors shaping this PoP. As Gullo, Capatosto, & Staats (2019) noted, to inform the discourse 
of implicit bias in education, it is essential to understand how “our unconscious categorizations 
create positive and negative situations that influence the world around us” (p. 31), especially the 
students we serve whose cultural or SES may be different from ours. Dialogues among teachers 
often connote that urban city or model school students are more challenging to teach and that 
their poor socio-economic backgrounds are fundamental barriers to academic achievement. 
Teachers cite challenging student behaviours, lack of student engagement, and difficulty with 
classroom management as great concerns (McCready & Soloway, 2011). For example, a study of 
four model schools in Toronto, insinuates that cultural awareness is important for teachers to 
develop in order to work successfully with students whose social and cultural backgrounds do 
not often meet the expected norms for learning or reflect the teachers’ own cultural and socio-
economic backgrounds (McCready & Soloway, 2011, p. 112). Thus, understanding the impact of 
our bias or stereotypes as barriers to CTE and student success is critical and needs to be 
examined and checked in order to reduce or close achievement gaps. 
         Social Cognitive Theory (SCT) often used in psychology, education, and communication 
posits that the construction of knowledge can be influenced by one’s observations or 
understanding of others within the context of social interactions and experiences (Bandura 2001, 
2011). Therefore, academic decline can result not only from low self-efficacy but also from the 
concept of self-fulling prophecy. The conversations around urban city model schools generally 
connotes poor schools, vulnerable communities, immigrant families, low academic achievement, 
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crime, single parenthood, and government housing or welfare/social assistance recipients among 
other tags. So, do students and teachers in UA and other model schools believe in their own 
abilities to succeed despite the labelling, stereotyping, assumptions and stigmatization associated 
with urban city model schools? Psychology and educational research states that when our beliefs 
and expectations impact our behaviour at the subconscious level, we are endorsing self-fulfilling 
prophecy (Gullo, Capatosto, & Staats, 2019). Low CTE coupled with beliefs and assumptions 
about students’ academic potential as “less than the others” can perpetuate self-fulling prophecy 
and further expand achievement gaps. This discourse may help underscore why despite 
provincial and district efforts in promoting equitable and inclusive education to ensure success 
for all, children from marginalized, racialized and lower-income status continues to be at the 
bottom when aggregate data are examined (Urban Diverse School Board, 2018a, 2018 d; Ontario 
Ministry of Education, 2013, 2014).  
Symbolic Frame 
 Bolman and Deal (2017) describe the symbolic frame as a foundational resource for all 
organizations. The frame focuses on organizational structure, processes and the beliefs imbedded 
in everyday practices. This frame allows for an analysis and understanding of the meanings, 
values, beliefs, and background narratives that create UA’s culture and the symbolic 
interpretation of the occurrences that makes up the culture while motivating staff towards the 
accomplishment of organizational goals and realization of the future preferred state. 
SES and Achievement Discourse 
 According to Allan (2013), “Discourse at the macro-level can be seen as a way in which 
society manifests itself and thereby becomes a means of studying a certain society at a certain 
period” (p. 150). Discourse “embodies meaning and social relationships and it serves to 
empower its users and marginalize others from the debate by determining the frame of reference 
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within which their standpoint may be judged” (Allan 2013, p. 151). A common discourse on the 
causes of inequities in schooling and achievement gap especially in urban-city schools is 
poverty, referring to the socio-economic status of students’ families. Gullo et al., (2019) defined 
achievement gap as the differences in the academic results between different groups of students. 
The achievement gap and socio-economic status blend is an old and enduring discourse in the 
education field. Although factors such as class size, quality of teachers, and school size have 
been identified as variables that impact students’ learning, poverty/SES has also long been 
proven as one key factor that negatively influence students’ academic achievement (R. Brown & 
Sinay, 2008; Flessa, 2009; Parekh, Killoran, & Crawford 2011). Some research even 
underscored the notion that school itself brings minimal influence on student success and argued 
that it is students’ backgrounds and general social contexts that dictates the level of achievement 
(Darling-Hammond, 1997). 
         The MSP represents the above discourse as it was created based on a task force report 
that was stirred from the discourse. Model schools were chosen based on external factors relating 
to students and their parents’ SES. Factors such as family income below poverty or low-income 
measure, low level of parents’ education, single parenthood and acceptance of government social 
assistance were used in identifying schools that qualified for the program (Urban Diverse School 
Board, 2005, 2016a). There was also the perception that students in these schools have the 
potential to encounter not only educational setbacks but obstacles to other life outcomes like 
employment, good health, civic engagement and income sustainability. While MSP sounds like a 
great equity program that seeks to address the realities, and lived experiences of students, the 
significant impact of internal factors such as the role of CTE that may help shift the above 
narrative was undermined or overlooked (Urban Diverse School Board, 2005, 2016a). Enhancing 
CTE as a foundation for this type of large scale initiative might have assisted not only in guiding 
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educators’ actions and behaviours but also in guiding their beliefs about their own capacities to 
impact student outcomes. In other words, internal factors if done correctly can counter external 
factors (Donohoo, 2017). 
         Conversely, other researchers such as Hill (2017) enunciated another perspective, arguing 
that with the current climate of accountability, the fact that a school serves low-income students 
has been the justification for low achievement and school failure. Hill (2017) also pointed out 
that with the emphasis on standardized testing and proficiency rates, educators seem to have lost 
perspective of what success and achievement mean for children. The pressure of standardized 
assessments and the call for accountability perhaps is the essence of failure as a default where 
teachers’ attitudes, perceptions and behaviours are grounded in the belief that certain group of 
students are likely to be unsuccessful irrespective of the actions of their teachers. Similar to 
Donohoo (2017)’s reasoning, Hill (2017) calls for internal reflection on educators’ practices and 
the need to intentionally challenge status quo in order to end failure as default.  
         However, contrary to the discourse of SES and achievement gap correlation, some 
research also showcases the CTE framework as substantial in closing achievement gaps. The 
concept of CTE, grounded in Albert Bandura’s Social Cognitive Theory (SCT), depicts people as 
active agents who both influence and are influenced by their contexts (Bandura 2001; 2011). 
CTE was first highlighted in the 1990s by Bandura who defined collective efficacy as a group’s 
collective belief in their capabilities to organize and accomplish identified actions required to 
produce given level of achievement (Bandura, 1997, 2011). After Bandura, other researchers 
have presented the concept of CTE as one of the top factors that positively impact student 
achievement (Donohoo, 2017; Donohoo & Katz, 2020; Goddard, Hoy, and Hoy 2000; Hattie, 
2016). Specifically, research indicates that the impact of CTE on student achievement far 
outweigh the negative effects of low SES (Bandura, 1997; Donohoo, 2017; Hattie, 2016; Hoy, 
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Sweetland, & Smith, 2002). For example, according to Hattie (2016), based on research on the 
meta-analysis of the relationship between CTE and student achievement, much more than 
classroom management or teacher feedback, CTE is the highest influencing variable related to 
student achievement. Therefore, CTE framework which is applicable at the micro-level should 
not be undermined but elevated as a prerequisite in planning for the MSP. As Donohoo (2017) 
pointed out, “Collective teacher efficacy, as an influence on student achievement, is a 
contribution that comes from the school-not the home and not the students themselves” (p. 5). 
 In sum, although external factors such as low SES has been identified as an essential 
variable that impact students’ academic success (Flessa, 2009; Parekh, Killoran & Crawford, 
2011), the role of CTE must not be underrated. CTE has also been pinpointed as a fundamental 
variable that outweighs external factors if done correctly (Hattie, 2016; Hill, 2017; Donohoo, 
2017). Educators can make an educational difference to their students over and above the 
educational impact of their homes and communities (Tschannen-Moran & Barr, 2004). 
Guiding Questions Emerging from Problem of Practice  
 According to Cawsey et al. (2016), organizational change is intentional. Therefore, 
intentional change processes require questioning. This OIP aims at elevating CTE, improving 
academic outcomes for students and significantly closing the educational achievement gaps at 
UA, a UDSB model school. In examining the current state of UA, three questions emerge and 
they are discussed below. 
1) Persistent Achievement Gap  
 Under-performance continues to be apparent in most model schools like UA when 
aggregate data are analyzed (Urban Diverse School Board, 2016a). For example, the Reading 
Developmental Assessment (DRA) data ranked UA as one of the bottom five schools (Urban 
Academy, 2018). DRA is an individually administered assessment used to evaluate students’ 
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reading capabilities. It is a tool used by teachers to identify reading levels, comprehension, 
fluency, and accuracy. UA’s DRA indicates that students are reading below grade level in the 
early years (UA Reading Data, 2018). Similarly, current Education Quality and Accountability 
Office (EQAO) achievement results in math indicate that most students in the MSP are working 
at level 2 which is below provincial standard, indicating that students are demonstrating only 
some of the required knowledge and skills for their grade levels (Urban Diverse School Board 
EQAO, 2018). EQAO is an independent agency of Ontario government that assesses elementary 
and secondary student using standardized assessment in reading, writing, and math. 
 Although MSP aims at ensuring parity success for all students and seeks to level the 
playing field, the program seems insufficient in its efforts to close achievement gap. It is 
plausible that these gaps are apparent due to low CTE especially the belief in educators’ power to 
collectively “organize and execute the courses of action required to have a positive effect on 
students” (Donohoo & Katz 2020, p.4). Therefore, the question becomes: Why is achievement 
gap persistent for UA students when aggregate data are analyzed? 
2) Low SES and Achievement Gap Correlation  
 The MSP was created to equitably serve and support students from low SES as detailed 
analysis of the district census data indicates that in some communities there are wide opportunity 
gaps for students outside of school as a result of low SES (Urban Diverse School Board, 2016a). 
The implication of this result is that relationships between SES and student achievement was 
heightened by school leaders both at the micro and macro level. Consequently, educators in these 
schools tend to view the barriers to achievement as external factors beyond their control. As 
Donohoo & Katz (2020) noted, educators’ belief can affect thought patterns negatively or 
positively.  
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 Although the district has made significant efforts at closing opportunity gaps for students, 
there are still gaps in academic achievement when results are compared to non-model schools. 
Hence the need for school leaders to question how best to address these gaps. Should 
achievement be associated with the insufficiency of the MSP or external socioeconomic 
challenges beyond educators’ control? Is it plausible that the development and elevation of CTE 
framework may help enhance this type of large scale equity-minded program that deals with 
marginalized students in UA? As Bandura pointed out “people who have high collective efficacy 
will mobilize their efforts and resources to surmount the obstacles to the changes they seek” 
(Bandura, 1998, p. 69). 
3) Transformational Shifts in Beliefs 
 To close achievement gaps for students in the MSP, the district has invested in providing 
cultural proficiency training for staff and continues to work towards improving partnership with 
parents and communities. However, there seems to remain a sense of scepticism and uncertainty 
among UA staff with regards to collectively addressing academic underperformance despite low 
SES challenges that is perceived as an external factor. This, perhaps, is due to the common belief 
held by teachers that they lack the capability to impact students over and beyond their home lives 
and SES. According to Donohoo and Katz, (2020), “if beliefs remain unexamined or challenged, 
it can lead to behaviours that are counterproductive to student success” (p. 10). While student 
demographic variables are relevant, research has also shown that CTE matters the most 
(Donohoo, Hattie, & Eells, 2018; Donohoo & Katz, 2020). Transformational shift in beliefs and 
mindset may be a piece of the puzzle. It can lead to deep learning that will help educators 
understand and develop confidence in their own collective ability to improve achievement 
outcomes irrespective of students’ background. The question then is: Is it possible that 
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leveraging CTE will help transform collective beliefs and ensure effective implementation of 
MSP and ultimately improve student achievement? 
Leadership-Focused Vision for Change  
 The leadership-focused vision for change in this OIP is closing achievement gaps and 
promoting success for all students through the development of collective teacher efficacy that 
will focus on economically marginalized and underserve students in UA. Currently, the gap for 
teacher efficacy in dealing with this group of students stands out because despite the equity-
mindedness of the program and the variety of strategies explored by the school board, academic 
achievement gaps continues to be evident when data are examined aggregately based on 
demographic indicators such as socio-economic and ethno-racial dynamics (Urban Diverse 
School Board, 2017a). Also, dialogues among teachers often connotes that urban city students 
are more challenging to teach and that their poor socio-economic backgrounds are fundamental 
barriers to academic achievement. Therefore, UDSB’s vision of leveling playing fields and 
closing achievement gaps needs to consider developing and elevating CTE as a pre-condition for 
attaining this equity-minded vision to ensure quality and effective implementation of its MSP. 
The current school vision which aligns with the district strategic plan seeks to improve student 
achievement in numeracy and literacy; engage and promote healthy relationships to support 
student learning and well-being; and provide equity of access to learning opportunities for all 
students. The mission statement of the district and its strategic plan stipulates a board wide vision 
for change. It is important for the school leaders at UA and other model school in UDSB to 
leverage CTE with the overall vision of engaging and empowering teachers and students to 
ensure equitable access, academic achievement, and well-being for all students as anticipated. 
 The context and stakeholders involved in any organizational change will impact the 
change process (Cawsey et al. 2016). Implementing change in any organization is complex 
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(Cawsey et al., 2016; Donohoo & Katz, 2020). Hence, the need for a shared and clear vision that 
involves all stakeholders. As Donohoo & Katz, (2020) pointed out, “schools cannot expect a 
change in outcomes until initiatives are implemented by the majority of teachers”. Therefore, it 
will be crucial for UA change leaders to align their context with the overall vision through 
collaborative change process. Current beliefs about students’ capabilities and teachers’ collective 
power to change the status quo should be considered a priority. Deep learning about the power of 
CTE must be encouraged through transformational and transformative leadership that promotes 
commitment, values, sense of purpose, capacity building and collaborative leadership and 
practices (Hallinger, 2003; Shields, 2010; Sun & Leithwood, 2012).  
 Since the ultimate goal of this OIP is to improve teachers’ effectiveness in closing 
achievement gaps, transformational leadership is considered as the most dominant leadership 
lens for leading this OIP as efforts to effectively improve and transform schools are embodied in 
its concepts (Sun & Leithwood, 2012). Moreover, transformation leadership is relevant as it 
aligns nicely with UDSB’s leadership approach and will assist in motivating staff to believe in 
their collective ability to make positive changes. While transformational leadership is considered 
the dominant leadership lens, transformative leadership will also play a vital supportive role as it 
can assist in realizing the profound equitable change actions needed to ensure the successful 
implementation of this OIP. Similarly, transformative leadership will help in the critique of 
inequitable practices and disruption of status quo (Shields, 2010; 2013).  For example, this 
leadership model will not only help ensure equity for all students but also disrupt the deficit 
thinking around the strong association of low SES with student achievement at UA. 
Change Drivers 
         Change drivers are events, activities or behaviours that enables the implementation of 
change. Leadership, organizational structure, human resource practice, and the necessity for 
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change have also been identified as change drivers (Nadler & Tushman, 1980; Whelan-Berry & 
Somerville, 2010). The agency to effectively lead the anticipated organizational change in this 
OIP will be powered mostly by internal stakeholders based on my scope and agency as a lead 
teacher. This will include UA administrators, school leaders, teachers, and students. Three of 
Bolman and Deal (2017)’ s frames – the structural frame, human resources frame, and the 
symbolic frame were used in examining and identifying the necessary change drivers.  
 First, the structural frame highlights the need to address the perceptions, stereotype, 
stigmatization and implicit biases surrounding the creation and mandate of MSP. Because model 
schools are perceived as schools serving mostly immigrant children with low SES, it is important 
to address how change can be made effective by internal stakeholders. School leaders have the 
agency to make this change happen through transformational leadership coupled with conscious 
and intentional change strategies that focus on enhancing educators’ belief in the power of their 
own collective efficacy in making a difference. Moreover, the Ontario Ministry of Education 
(MOE) promotes collaborative professionalism at all levels of its education system. To further 
enhance its world class education system, the MOE calls for educational professionals to work 
together, share knowledge, skills and experiences that will enhance student achievement (Ontario 
MOE, 2016). Therefore, promoting collaborative professionalism will be beneficial and align not 
only with this OIP’s educational context but also ensure the successful implementation of the 
proposed change actions.  
 Second, the human resources frame will address the people within the structure itself – 
specifically school leaders and classroom teachers. In alignment with UDSB’s strategic plan and 
equity framework, positive relationships will be developed at micro and macro levels to effect 
change and avoid tokenism. Furthermore, in alignment with the MOE’s vision, collaborative 
professionalism will be promoted with a focus on building CTE coupled with authentic 
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measurement tools that will help determine success and needed refinements. As Hargreaves and 
O’Connor (2018) pointed out, “collaborative professionalism is rooted in deep relationships 
combined with deliberate design” (p. 7). For example, through engagement in collaborative team 
work such as collaborative inquiry, educators “go outside their comfort zones, use focused goal-
driven activity to improve on areas of weakness, and make changes based on feedback received” 
(Donohoo & Katz, 2020, p. 66).  
 Third, the symbolic frame will address representations within the structure and their 
meanings. For example, instructional programs and how it reflects students’ representation 
coupled with the infusion of culturally responsive pedagogy and student voices will be 
addressed. However, as one of the change leaders, it is important to acknowledge the possibility 
of resistance from some stakeholders, therefore employing effective communication strategies 
that will enhance stakeholders’ buy-in is crucial. In addition, because transformational shift of 
mindsets requires investment of time and relationship building, it is important to form alliances 
with key change leaders who will help push forward the anticipated change of this OIP. Through 
bottom-up driven collaborative inquiry approach that provides educators the opportunity to 
discover and create new knowledge together, it may be possible to minimize resistance. 
Organizational Change Readiness  
 Diagnosing and understanding the need for change is essential for any OIP as it will not 
only help in addressing the “Why Change” question but also define the anticipated future state of 
the organization (Cawsey et al., (2016). The understanding of an organization’s readiness for 
change will help change leaders to identify the ability to both attend to environmental signals for 
change and consider stakeholders perspectives. With the use of assessment tools, this section will 
examine the school and district’s readiness for change based on the competing internal and 
external forces that may shape the change process. 
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 The Ontario Ministry of Education has developed policies and published documents that 
focus on equity and ensuring success for all students. The ministry’s call for all schools in 
Ontario to overhaul their equity and inclusive education policies to reflect the ministry’s vision 
of inclusive education and excellent achievement stipulates the urgent need for change (Ontario 
Ministry of Education, 2014).  In alignment with the Ministry’s mandate, UDSB continues to 
work towards infusing inclusive and equitable practices with a focus on elevating the success of 
all students irrespective of demographics or SES. UDSB’s Equity Framework was created in 
2017 indicating that the district is no longer comfortable with maintaining status quo and is 
beginning to work towards combating and eliminating systemic barriers to student success 
through staff self-reflection and the use of internal data like parent and student surveys.  
 The demand for self-reflection and the persistent gaps in academic achievement for 
students in the model school program provides a unique opportunity for UA to embrace 
organizational change that aligns with the district strategic plan. Also, the existing strategic plan 
of UDSB combined with the creation of school networks, professional learning communities, 
and equity framework that focus explicitly on identifying and addressing dysfunctional norms 
and promoting self-reflection on privileges, implicit bias, and stereotypes shows district and 
school leaders’ readiness (Urban Diverse School Board, 2018d, 2019). However, to fully 
understand the level of readiness of all stakeholders especially the teachers, this OIP explores 
Judge and Douglas’ Eight Dimensions - Trustworthy leadership, trusting followers, capable 
champions, involved middle management, innovative culture, accountable culture, effective 
communication and system thinking (Cawsey et. al. 2016, p. 107-108) to determine the overall 
readiness for change. 
 Cawsey et. al. (2016) provided an Organizational Readiness assessment tool that was also 
utilized to evaluate readiness for change. The dimensions which compliments Judge and Douglas 
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Eight Dimensions provide reflection questions and readiness scale that were valuable in 
determining stakeholders’ level of readiness. The dimensions used include previous change 
experiences; the flexibility and adaptability of the organizational culture; the openness and 
commitment of senior leaders, tools for measurement and accountability; and staff’s confidence 
and belief in their ability to undertake the change. Upon my completion of the readiness analysis 
using the scale provided, UA scored 30 out of 35, indicating that while few obstacles still exist, 
the organization is ready for change and the quest for CTE elevation is possible. 
  However, a few areas of the dimensions need to be strengthened for effective 
implementation of the change. One of such area is the provision of resources to successfully 
meet deadlines. This is needed as teachers will require time for deep learning opportunities and 
space for collaborative professional inquiry and reflection during the school day. Another area 
that needs strengthening is the ability of change leaders to sustain change outcomes and retain 
capable change champions. Frequent change in school leadership due to retirement, promotion or 
transfer can affect change experiences directly or indirectly and this often makes staff 
apprehensive about change as they are unsure of its sustainability. To address these weaknesses, 
change leaders must heighten the awareness of the issues surrounding the status quo and the 
power of our collective efficacy to close achievement gap regardless of SES. 
 In determining the organizational readiness, this OIP also considered the competing 
internal and external forces that will shape the anticipated change. Since “organizations consist 
of people, systems, and structures that interact according to the forces at play” (Cawsey et. al. 
2016, p. 195), it is important to understand how the forces at play respond to each other when 
there is a shift in the status quo. As shown on table 1.1 below, force field analysis was used to 
identify the forces for and against change in the context of this OIP. Force analysis is defined as 
“a process of identifying and analyzing the driving and restraining forces impacting an 
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organization’s objectives” (Cawsey et. al. 2016. P. 196). Cawsey et. al. (2016) argue that 
pressure during change comes in numerous forms and include both internal and external sources. 
Therefore, in determining readiness, change leaders must ensure there is a balance between the 
forces for change (driving change) and the forces opposing change (restraining change). The 
force analysis below (Table 1.1) is used to show the internal and external forces that may affect 
the change anticipated in this OIP. 
 
Table 1.1  Urban Academy Force Field Analysis 
 
 
Code 
Driving Force  Estimated 
Strength 
 
Code 
Restraining Force Estimated 
Strength 
 
DF1 
Board-wide demands for self-
reflection on systemic barriers to 
student success 
 
Strong   
RF1 
Time for involvement in PDs 
during school time 
Weak 
 
DF2 
Existing Data and relevant 
information indicating academic 
achievement gaps 
Strong  
RF2 
Unionized Environment where 
engagement in such PD is 
optional and is based on 
professional judgement 
 
 
Strong 
 
DF3 
Board-wide push for inclusion 
and equitable practices using the 
UDL model 
 
Average  
RF3 
Collective efficacy and Beliefs Weak 
 
DF4 
School Improvement Plan and 
Mission 
 
Average  
RF4 
Urban education challenges Average 
 
DF5 
Staff openness to change based 
on previous change experiences  
 
Strong  
RF5 
Existing Implicit bias and 
stereotypes about students 
Average 
 
DF6 
Leadership credibility and 
commitment 
Strong  
RF6 
Resistance to another new 
initiative 
Average 
  
 In ranking the internal and external forces at play for the future change in this OIP, it is 
apparent that the driving forces outweigh the restraining forces as the estimated strength of the 
driving force is incredibly stronger than the restraining force. This is good news, indicating the 
readiness of the organization to change the status quo. The strengths of the driving forces will be 
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leveraged to reduce the level of resistance to ensure balance between the driving and restraining 
forces (Cawsey et al. 2016). Sharing and collectively analyzing this force field is important as it 
will not only assist in heightening stakeholders’ buy-in but also further highlight the need for 
change and eliminate forces against change or resistance. 
 To maximize leverage on driving and restraining forces, strategies will be developed to 
ensure that school leaders continues to provide lieu time for teachers to engage in professional 
development that will help increase CTE. For example, school programs and day plans may be 
altered to provide time for teachers. This is already an existing occurrence at UA that will 
continue to be encouraged. Also, the school budget may be adjusted if needed to provide 
allowances for substitute teachers who will replace teachers in the classroom to allow for their 
involvement in collaborative inquiry that is proposed and further discussed in the next chapter. 
Pinpointing the driving and restraining forces will help prepare the platform and assist in the 
“awakening” stage proposed in the Change Path Model (Cawsey et al., 2016) that will be use for 
the change implementation in this OIP. 
  Additionally, a collaborative team that will lead this OIP is already in place at UA. The 
administrative team consisting of the principal, vice-principal, myself and two other lead 
teachers involved in developing the school improvement plan for the new school year are open to 
strategies and initiatives geared towards closing achievement gaps. Also, Professional Learning 
Communities (PLC) are already established allowing teachers to meet bi-weekly to plan lessons 
and engage in moderated markings. All of these existing structures are signs of readiness that 
sets the foundation for the implementation of this OIP. 
Chapter 1 Conclusion  
 
 The overall goal of this OIP is to enhance CTE in order to heighten student outcome and 
close achievement gaps for students in the MSP at UA. To provide a comprehensive 
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understanding of this OIP, chapter 1 has attempted to articulate the organizational context of UA, 
my leadership position, the problem of practice and contextual forces that shaped the problem, 
stipulating the current state of the organization and the anticipated achievable organizational 
state. Questions emerging from the problem, the leadership- focused vision for change and 
organizational readiness were also discussed, requiring the need to address the perceptions, 
stereotype, stigmatization and implicit bias surrounding the creation and mandate of MSP. 
Drawing from multiple leadership models like transformational and transformative leadership, 
this OIP continues to anticipate the possibility of offering valuable insights into how collective 
teacher efficacy beliefs can be shared, developed, measured and sustained to ensure success for 
students regardless of socioeconomic status. The next chapter will focus on planning and 
development of the OIP. The leadership framework for understanding the change will be 
articulated and the organizational information and data collected will be analyzed to determine 
the best change path. 
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Chapter 2 Planning and Development 
  
         In chapter 1, Urban Academy(UA), one of Urban Diverse School Board(UDSB)’s model 
schools was introduced to provide an understanding of the organizational context and historical 
background of the MSP. The chapter also highlighted my leadership position and the problem of 
practice which is the lack of CTE and its contribution to persistent achievement gap for students 
in the MSP who are mostly from socioeconomically disadvantaged families. Chapter 2 will focus 
on the planning and development of this OIP. According to Cawsey et al. (2016), planning and 
implementation involves planning the work and working the plan. It also requires change agents 
to “use appropriate tools and techniques to build momentum, accelerate and consolidate 
progress” (p. 299). Chapter 2 begins with an enunciation of chosen leadership approaches that 
will propel the change anticipated, an examination of relevant framing theories, type of 
organizational change, and the framework for leading the change. In this chapter, critical 
organizational analysis including change readiness, gap analysis and chosen change path models 
will also be examined. Additionally, this chapter will outline some possible solutions to address 
the problem of practice and end with a consideration of leadership ethics and the challenges of 
chosen leadership approach as they apply during the stages of the change process. 
 
Leadership Approaches to Change 
  
 According to Hallinger (2003), “leadership must be conceptualized as a mutual influence 
process, rather than as a one-way process in which leaders influence others. Effective leaders 
respond to the changing needs of their context” (p. 346). Also, efficacy is context-specific 
(Bandura, 1997). Consequently, change leaders must employ specific leadership approaches that 
will allow them to effectively support teachers in building and maintaining collective efficacy 
that will meet the needs of marginalized students in the MSP. 
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         The leadership-focused vision for change in this OIP is closing achievement gaps and 
promoting success for all students through the development and enhancement of CTE in a 
particular context. Specifically, the focus is the elevation of teachers’ belief in the ability to work 
with economically disadvantaged and marginalized students. To propel change forward in 
relation to this OIP and to meet the educational needs of students, I envision a combination of 
transformational and transformative leadership models as the appropriate leadership framework 
suitable for leading the change. However, it is important to note that the theoretical 
underpinnings of these two leadership models for the purpose of this OIP is social justice theory. 
Why Social Justice Theory? 
         According to Theoharis (2007), “social justice [is] centered on the ideas of disrupting and 
subverting arrangements that promote marginalization and exclusionary processes. Social justice 
supports a process built on respect, care, recognition, and empathy” (p. 223). Thus, leading with 
a social justice lens is when the issue of race, class, historical and marginalized conditions 
become the dominant focus not only in leadership but also in vision and practices (Shields, 2011; 
Theoharis 2007). One common theme about social justice theory is that it explicitly addresses 
disparities among marginalized groups (Capper & Young, 2014; Freire, 2018; Shields, 2010; 
Theoharis, 2007, 2009). Therefore, social justice theory underpins the chosen leadership models 
as the focus is on how the advancement of CTE can be employed to address the disparity in 
academic achievement between MSP students who are mostly from socioeconomically 
disadvantaged families and their counterparts in other schools. 
         In defining social justice, renowned Brazilian pedagogue Paulo Freire posits that 
education is the key to enacting social justice (Freire, 2018). Although low SES factors can have 
a significant impact on student learning, it is essential to also acknowledge that students in the 
MSP who are mostly from low SES did not choose their circumstances or family background. 
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Therefore, addressing the achievement gap must be centered on social justice orientation which 
will enable educators to use their collective power to make positive change. For example, 
connecting with and understanding students’ lived experiences through a social justice lens or 
using student data to make curricular decisions are impactful steps that need to be promoted at 
UA to propel this OIP’s desired outcomes. As Freire pointed out, it is important for educators to 
acknowledge and take into account students’ realities, their “situation in the world” especially 
socioeconomic status (Freire, 2006, p. 96). Furthermore, Theoharis’ (2007) research findings 
stipulate that school leaders who place social justice at the center of their leadership demonstrate 
not only a commitment to equity and justice but also raise student achievement, improve school 
structure and enhance staff capacity. In alignment with the school board’s vision which is 
centered on equity and inclusion, social justice orientation as a key driver of the transformation 
anticipated in this OIP will assist in instigating critical social consciousness. 
Transformational leadership Model 
         Transformational leadership focuses on the organization and the actions of the leaders. 
The key goals of transformational leadership include establishing and maintaining collaborative 
practices among staff, motivating and fostering teacher development, promoting a bottom-up 
approach where teachers as emergent and informal leaders play an active role in facilitating 
operational problem-solving strategies to help improve student learning (Leithwood et al., 2007, 
2012). These key practices are essential as it will not only assist in promoting CTE but also drive 
the needed change through leadership practices that are focused on improving student 
achievement. According to Marks and Printy (2003):  
 If a principal demonstrates no capacity for transformational leadership-for example, 
 articulating an intellectual vision, providing structures for participatory decision making, 
 building consensus toward a productive school culture, and promoting collaboration, the 
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 principal will be ill-disposed to share responsibility with teachers in matters of 
 instruction, curriculum, and assessment in a shared instructional leadership model. (p. 
 385) 
         As an equity-minded OIP based on social justice with a focus on success for all, the 
adoption of transformational leadership practices will not only help address the diversity of 
cultures, needs, strengths, and talents that are apparent in today’s 21st century classrooms but 
also align UA’s leadership approach to the school board’s model of transforming student 
learning by addressing systemic barriers and engaging students in deep learning (Urban Diverse 
School Board, 2018d). Additionally, because the goal of this OIP is to stimulate collective 
efficacy in closing achievement gaps for economically disadvantaged students, transformational 
leadership is suitable as it has the capacity to engage staff in inspirational ways that will stir up 
new levels of energy, commitment, and moral purpose (Calnin & Richards, 2015; Hallinger, 
2003; Sun & Leithwood, 2012).   
         Although the board is moving towards transformational leadership, instructional 
leadership continues to be the preferred model at UA as school administrators (especially the 
principal) continues to set, manage, and instruct directions based on prescribed curriculum 
expectations and school board mandates. In recent time, shared leadership is also employed to 
empower lead teachers. However, these two leadership practices on their own may not produce 
the needed change that is anticipated. For example, in explaining the limitation of instructional 
leadership, Hallinger (2003) asserts that the context of schools and community needs which 
affects student achievement are not considered and makes it a challenge to measure its benefit.   
         With transformational leadership, change leaders especially administrators, are still able 
to leverage the benefits of instructional and shared leadership to actualize the change they want 
to see in their schools. In building CTE, transformational leadership will allow for UA’s admin 
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team/school leaders and teachers to move beyond their own personal interests and explicitly 
consider the moral and ethical implications of their actions and goals (Avolio, 2005, 2007; 
Avolio et al., 2009; Bass, 1995).  Also, leading this OIP through transformational leadership 
allows for open dialogues concerning issues such as implicit bias, deficit thinking and tendencies 
to blame others. How these issues impact the achievement of students will be addressed and used 
to stir up staff moral purpose and inspire change leaders to stay committed to the change process. 
For example, collectively unpacking student data and exploring literature on high performing 
schools in similar context during the change process will help address deficit thinking or implicit 
biases surrounding achievement gap for UA students.  
 Transformational leadership is a critical element of mobilizing organizational change and 
improvement. It includes setting direction, redesigning the organization, empowering change, 
and organizing people (Shields (2010, 2011, 2013). For example, engaging staff in planning and 
setting directions for the implementation of this OIP and keeping communication line open 
throughout the change process will empower staff and provide the opportunity for them to own 
and guide their own learning. As Spillane, Halverstone and Diamond (2001) elucidated, 
transformational leadership is also the “ability to empower others” (p. 24). Furthermore, staff 
motivation is a significant component of transformational leadership. Therefore, to motivate 
staff, progress, milestones and significant gains will be identified and celebrated throughout the 
change process. This will also help in creating a positive environment where staff feel valued, 
engaged and safe to take risks.  
Transformative Leadership Model 
         For transformation to happen we need leadership and experiences that inspire change and 
cause a shift in viewpoint. Transformative leadership is about changing status quo, building a 
shared vision, and creating an environment in which respect, inclusion, equity and absolute 
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regard for all individuals are commonplace (Shields, 2009; 2011). This leadership approach is 
essential to this OIP as UA cannot continue to do business as usual, we need transformation 
through transformative leadership. The use of transformative leadership which is grounded in 
social justice theory will assist not only in explaining the ways in which the inequalities of the 
outside world impact the outcomes of what happens internally but also acknowledge external 
barriers to student achievement. Transformative leadership includes practices that critique 
inequities, demonstrate high expectations, engage others in explicit dialogue, and apply 
persistence that addresses pedagogy, culture, and inequitable policies (Shields, 2010). For 
example, using UDSB ’s data from surveys specific to UA, transformative leadership will allow 
staff to look explicitly at the realities of students, their outside world, and lived experiences to 
figure out how best to help propel the change for the anticipated future state of the school. Also, 
in keeping communication line open, the existing WhatsApp group platform will be accessible 
and encouraged to allow staff to informally ask questions, get feedback and share ideas. This is 
an inclusive approach that is significant in transformative leadership. 
         Apart from the explicit focus on equity goals that make transformative leadership stand 
out, its significant value to this OIP is that a lot of the processes of other relevant leadership 
models that will be employed such as servant and distributed leadership are subsumed in 
transformative leadership theory and practices. In explaining the position of the social justice 
theory in educational leadership, Shields (2004) pointed out that school leaders “must be 
transformative” (p. 128), arguing that transformative leadership begins with questions of justice 
and democracy, critiques inequitable practices, and addresses both individual and public good 
(Shields 2010, p. 558). Moreover, eliminating deficit thinking may be achieved through 
transformative leadership model that will focus on increasing collective teacher efficacy across 
classrooms, divisions and schools. “Deficit thinking is another way of saying that we blame 
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students or their families for their lack of school success because we see them in some way as 
being deficient” (Shields, 2018, p. 40). Currently, educators at UA tends to align achievement 
gaps and the disparities in achievement to factors relating to low socio-economic status of 
students and their parents, implying directly or indirectly that it is challenging to be successful as 
educators based on this factor. It is important to eliminate this deficit thinking and reconstruct a 
knowledge framework that highlight educators’ collective capacity to “impact the lives of their 
students over and above the influence of students’ homes and communities” (Donohoo & Katz, 
2020, p. 12). For example, collectively exploring literature and reports on high performing 
schools in similar context may help address deficit thinking and implicit biases surrounding 
achievement gaps. This can be done through co-learning about successful schools in similar 
situations and co-creating ideas on how to transform current practices and mindsets during the 
collaborative inquiry process which will be discussed further in the next section. 
         Sun and Leithwood (2012) indicate that “efforts to reform and improve schools by 
making them more effective are embodied in the concept of transformative leadership” (p. 389). 
Hence, the need to use this approach which will allow UA’s change leaders to “act courageously 
and continuously to ensure more equitable learning environments and pedagogical practices for 
all children” (Shields 2010, p. 584). I believe that the utilization of this leadership model will 
also make social justice pedagogy alive at UA instead of just a once in a while PD experience for 
staff. By addressing specific needs and collectively providing practical solutions through the 
elevation of CTE, this OIP will promote the transformation that will not only uphold collective 
efficacy but also force us as educators to reflect on our ethical responsibilities and moral 
obligation to provide a holistic education for all students. 
          However, it is important to note that although the two leadership models proposed above 
are valuable to this OIP, they can also be tension with each other. For example, transformational 
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leadership can create accountability pressure based on its consideration for standardized tests 
proficiency and data-driven decision making, while transformative leadership sees a data-driven 
approach as a tool for creating further orientation deficit that will continue to create gaps and 
marginalized students. Therefore, the goal of this OIP is to leverage the advantages of both 
models in the organizational change process. In addition, the use of both leadership models will 
align suitably with UDSB’s current leadership model and allow for consistency in my OIP. 
Conversely, in employing these leadership models, I must be cognizant of their limitations and 
challenges, and how each leadership approach may impact the preferred organizational change 
envisioned.  
 In sum, my leadership approach for leading this OIP leans significantly on 
transformational and transformative leadership models grounded in social justice. These two 
leadership models and practices are supported by literature as being impactful for elevating CTE 
and for closing achievement gaps for marginalized students (Bandura, 1995, 1997; Leithwood, 
2010; Leithwood & Jantzi, 2005; Ryan, 2010, 2012; Shield, 2011, 2018). The next section will 
focus on analyzing relevant framing theories and the framework for leading the change 
anticipated in this OIP. 
Framework for Leading the Change Process 
  
         In chapter 1, details of the PESTE factors impacting the PoP was highlighted and two 
frames from Bolman & Deal’s (2017) reframing model were used to address the forces shaping 
the problem. In this section, I will analyze and explain two models that will be used to frame the 
strategic yet anticipatory change needed in the implementation and successful attainment of this 
OIP. To lead the change, Cawsey et al.’s (2016) Change Path Model will be complemented with 
Donohoo (2017)’s Collaborative Inquiry Framework. The Specific focus of this section is the 
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suitability of these two models for the school context and how the models will assist in 
propelling the anticipated change in this OIP.  
Type of Organizational Change 
         This OIP calls for a major change in service offering and the way we respond to 
achievement gap and student learning. Therefore, the type of organizational change chosen for 
this OIP is anticipatory and strategic. Moreover, since the board’s strategic plan aims at 
promoting equity and inclusion at all levels and the use of PLCs are already welcome at UA, the 
anticipatory and strategic change will assist in driving this OIP to a successful completion. 
Anticipatory change is suitable as it allows for a deliberate, ongoing basis endeavour to improve 
the collective efficacy of teachers and ultimately help close achievement gaps for students in 
UA. It also aligns with the UDSB’s strategic plan which aims at transforming students’ learning 
through strategic allocation of resource to support student needs (Urban Diverse School Board, 
2018d). Moreover, anticipatory change with its incremental component is needed for internal 
alignment with the board’s mission to ensure the quality of service from teachers who are in the 
frontline of education. 
         Using PLCs and being proactively strategic through the redirection and reorientation of 
staff’s belief in their own abilities to collectively make a difference in closing achievement gap 
irrespective of student’s background is crucial. As Cawsey et al., (2016) alluded, “redirecting 
and reorienting involves major, strategic change resulting from planned progress. These frame-
bending shifts are designed to provide new perspectives and directions in a significant way” (p. 
22).  Thus, continuing this OIP with a social justice lens will require the use of proactive 
strategies throughout the change process. For example, communication tools must be 
strategically developed and used to ensure that they are purposeful, authentic, and focused on the 
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vision. Change leaders must also strategically prioritize their work as they engage in professional 
learning and relationship building (Theoharis, 2007). 
The Change Path Model  
         Awareness of the PESTE aspects of any organization alerts the leaders to take action and 
pay attention to their contexts and consider what needs to change (Cawsey et al., 2016). The 
Change Path Model is chosen as it not only combines process and prescription that are beneficial 
to this OIP but also provides practical tools that will be helpful in implementing, measuring, and 
monitoring sustainable change actions to propel this OIP to its desired outcomes. Cawsey et al.’s 
(2016) Awakening Stage calls for change leaders to first identify the need for change through an 
analysis of data that will help highlight the gap between the present and future state. It also 
stressed the need to develop a strong vision for change and communicate why it is needed. This 
stage provides the opportunity through the use of PLCs and Donohoo’s (2018) Collaborative 
Inquiry framework for teachers and school leaders to engage in conversations that will help 
develop a shared understanding of the power of collective efficacy. 
         The Mobilization Stage will focus on examining the power and cultural dynamics at play 
and leveraging systems, structures, and change agents within UA for the benefit of the change 
vision. Through distributed leadership and PLC engagement that is already present at UA, the 
mobilization stage will allow for administrators to work with team leaders and learning coaches 
to build capacity and mobilize change actions relating to teachers’ perspectives on efficiency, 
underlying assumptions, and the current construct of students from low SES in relation to 
achievement gaps. As Cawsey et al. (2016) pointed out, diagnosing the structure and systems, 
and understanding organizational dynamics during mobilization will help provide direction and 
“promote desired behaviour and organizational outcomes” (p. 144). 
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         The Acceleration Stage highlights the importance of engaging stakeholders in planning 
and the implementation of change actions using appropriate tools to manage the change process 
while providing support, empowering staff and building capacity. This will involve providing 
relevant resources, understanding and engaging culturally relevant pedagogy, and visiting 
schools or examining data related to schools with high CTE. 
         The Institutionalization Stage deals with evaluating and monitoring the progress of 
change actions and making modifications as needed to attain the envisioned future state of the 
organization. Donohoo’s collaborative inquiry framework which will be discussed further below 
is an appropriate tool that resonates with the acceleration process as it provides tools for 
interpreting data and formulating next steps through reflective practice. However, it is important 
to consider how transition and communication will be managed ethically to ensure effective 
implementation of change actions throughout the change process. 
Collaborative Inquiry Framework (CIF) 
         According to Katz & Dack (2013), the collaborative inquiry is the “methodology for 
moving learning focus forward” (p. 39). Reeves (2010), encourages teachers to engage in 
collaboratively expression and examination of hypotheses. Also, Katz, Earl, and Ben Jaafar 
(2009) stresses the importance of using collaborative inquiry that not only challenges thinking 
and practice but also enables impactful Professional Learning Communities. Combined with the 
Change Path Model, Donohoo (2017)’ s Collaborative Inquiry Framework (CIF) will be used to 
identify what stakeholders need to know (awakening), make informed decisions, build capacity 
(mobilization and acceleration), and check outcomes resulting from the change to determine next 
steps (institutionalization). Donohoo (2017) proposed a four-stage model that encompasses 
collaborative cycles of inquiry – Plan-Act-Observe-Assess (PAOA) which is grounded in 
teachers and leaders’ collaborative reflections. 
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 The PAOA model is similar to Deming’s Plan-Do-Study-Assess (PDSA) framework 
which involves four cyclic stages focused on improvement (Moen & Norman, 2010). As shown 
in Table 2.1 below, both models are applicable to this OIP and aligns with the change path 
model. The purpose of both PAOA and PDSA is to support improvement efforts in full range as 
they are both centered around the construction of new knowledge to support change processes. 
However, while both have similar functions, the PAOA model is preferred for this OIP because 
it specifically provides a systematic approach for educators to identify PoP and find resolution 
through reflection (Donohoo, 2017). Apart from its emphasis on reflection at every cycle of the 
PAOA process, this model explicitly focusses on CTE, student learning and the practice of 
teaching which is suitable for this OIP specific context. 
Table 2.1   PAOA and PDSA Functions 
Model 
 
Stage/Cycle 1 Stage/Cycle 1 Stage/Cycle 1 Stage/Cycle 1 
PAOA 
 
Plan 
- Determine an 
objective 
- Develop inquiry 
question 
- Plan change action 
 
 
 
 
Act 
- Implement change 
actions 
- Develop shared 
knowledge 
- Collect 
data/evidence 
Observe 
- Analyze student 
learning data 
- study changes in 
practices 
- examine 
assumptions versus 
outcomes 
Assess 
- Determine 
results/outcome 
- draw conclusions 
and document 
learning 
- celebrate success 
and debrief the 
process 
 
PDSA 
 
Plan 
- Define objectives, 
questions & 
prediction 
- Plan to carry out 
the change 
 
Do 
- Carry out the plan 
- Document 
observations and 
problems 
- Analyze collected 
data 
Study 
- Complete analysis 
of data 
- compare outcome 
to prediction 
- Summarize 
learning 
 
Act 
- Make changes  
 
- Plan and start next 
step/cycle 
          
 Stage one of Donohoo’s (2017) CIF which aligns with Cawsey et al.’s (2016) awakening 
stage provides the opportunity for collaborative reflection on teaching practices and leadership 
strategies that may be impacting collective efficacy beliefs and its correlation with student 
achievement. This stage awakens and rationalizes the needs for change while aiding the 
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formulation of a theory of action. Stage two focuses on developing shared knowledge and 
understanding of symbolic meanings and collective evidence that enhances stakeholders’ 
knowledge and understanding of the power of collective efficacy. Stage three engages educators 
in the analysis of knowledge about the problem of achievement gaps, patterns and meanings that 
needs to change through the theory of action developed in stage one. This matches the 
acceleration stage in Cawsey et al.’s (2016) Change Path Model. Stage four which is similar to 
Cawsey et al.’s (2016) institutionalization stage, allows for collective evaluation of outcomes of 
change actions to determine needed modifications or additional PoP impacting student 
achievement (Donohoo 2017).  
 
Critical Organizational Analysis 
  
         Change is complex. To propel the desired change in any organization, it is important to 
identify and analyze areas that need to be shifted or overhauled in the transformational process in 
order to follow the best change path. This section will utilize a combination of environmental 
input components of Nadler and Tushman (1980)’s congruent model and Bolman and Deal 
(2017)’s reframing model to analyze how best to proceed with internal decision-making or 
transformation that will assist in developing and elevating CTE and ultimately close achievement 
gaps for students. This section will also attempt to contextualize the importance and need for 
change while examining the forces that impact change internally and externally. To provide 
perspectives on the changes needed, the human and symbolic components of Bolman and Deal’s 
(2017) reframing model will be utilized in the analysis of the dynamics impacting the 
achievement gap. 
         A gap analysis is the process of “defining and describing a desired future state in contrast 
to an organization’s present reality” (Cawsey et al., 2016, p. 52). In defining the needed change, 
it is important for a change leader to engage in critical organizational analysis that will help scan 
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both internal and external forces impacting the organization. In chapter 1, force field analysis 
was used to determine the change readiness of UA and it indicated that in alignment with the 
board, UA is ready to change the status quo. This is evident in the alignment of its school 
improvement plan with the strategic plan of the board, focusing on examining data to address 
internal factors underscoring achievement gap (Urban Academy, 2018; Urban Diverse School 
Board, 2017). 
Desired Future State and Present Realities 
         According to Cawsey et al. (2016), “an organization’s readiness for change will influence 
its ability to both attend to environmental signals for change and listen to internal voices saying 
that change is needed” (p. 106). As indicated in chapter 1, UDSB’s Equity Outline (2017) and its 
2018 Strategic Plan shows that the district is no longer comfortable with maintaining status quo 
as it is beginning to work toward combating and eliminating barriers to student success through 
staff self-reflection on biases, stereotypes and the issue of privileges. One of the UA’s foci in 
alignment with the board is improving student learning by providing equity of access to all 
students while allocating resources strategically to meet student needs. The desired state is to 
empower all students to reach high level of achievement irrespective of their age, family 
socioeconomic status or cultural backgrounds. Through transformational leadership and 
transformative practices, the hope is that all students will acquire the knowledge and skills 
needed to become responsible and productive members of the global community. 
         UDSB is challenged by the academic underperformance of its students in the MSP 
especially those in the higher LOI ranks. When aggregate data are analyzed there is an 
achievement gap between students in MSP and their peers in other schools (Education Quality 
and Accountability Office, 2015–2018; Urban Diverse School Board, 2018a). Also, evident is 
the low level of confidence in the efficacy of collaborative structures and beliefs that are focused 
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on addressing achievement gaps. Like most teachers working in low SES neighbourhoods, UA 
staff as observed in conversations, often blame others for student underperformance. For 
example, teachers sometimes blame the parents for lack of involvement, accuse students of being 
unmotivated or lack value for education. School board and politicians are also commonly blamed 
for misdirected priorities (Boykin & Noguera, 2011; Donohoo, 2017; Hills, 2017; Yeh, 2017). 
This further creates low efficacy and disbelief in the collective capability to address achievement 
gap from within. This lack of collective efficacy may be a contributing factor to the gap in 
achievement that this OIP hopes to address. 
Human Resources Frame – Staff Knowledge Gap 
         School culture and teachers’ mindset is shaped by beliefs, attitude and in my context by 
lack of awareness and misjudgments about students from low SES. This is further compounded 
by social stigma and labelling that put students in a marginalized context called “model school”. 
For the transformation of student learning to occur as desired by UA and the board, establishing 
and addressing the knowledge gap in the power of collective efficacy to close achievement gaps 
for students in the MSP must be a priority. If CTE is framed as a knowledge gap amongst staff 
and is within control, the ability to address current state using the current realities of students 
may be achievable through transformational and transformative leadership. As Fullan and Quinn 
(2016) pointed out “when large numbers of people have a deeply understood sense of what needs 
to be done- and see their part in achieving that purpose, coherence emerges and powerful things 
happen” (p. 1). Also, Schein (2010) asserts that operational problems must be showcased as 
needing behavioural change and cognitive redefinition (p. 308).  
 The current state is that as a model school, and one of the highest 10 on the LOI rank, 
teachers continue to associate the cause of achievement gap with external factors such as low 
socioeconomic status and family dynamics. As Yeh (2017) pointed out, “the prevailing emphasis 
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on socioeconomic factors, sociocultural influences, and teacher quality is misplaced” (p. 1). 
Relatedly, at the board level, focus is on providing external support and resources such as in-
school clinics and provision of free vision, hearing and dental needs while there is limited 
investment on what Fullan and Quinn (2016) called the “right drivers” of change - capacity 
building, collaboration, promotion of social justice pedagogy and “system-ness” (p. 5-6). It is 
important for UA and the board to invest more in these change drivers as they may help address 
the specific needs of the students in this context. Also, the congruency of vision and formal 
system structure is important in educational improvement plan (Nadler & Tushman, 1980). 
Therefore, enhancing skill and employing the collaborative power of social capital within 
educators at UA may not only help connect board’s mission and values but also provide 
supportive policies that can assist current structure in responding effectively to the needs of 
students in more meaningful ways (Fullan & Quinn, 2016; Nadler & Tushman 1980).  
Symbolic Frame 
  
 There are common myths and beliefs held by educators around marginalized students and 
neighbourhoods with a high population of socioeconomically disadvantaged families. For 
example, as stated in chapter 1, there is a common belief that students living in poverty and those 
with diverse ethnic backgrounds are challenging to teach. This low CTE consequently denotes 
low expectations on academic performance by teachers (Bandura, 1997; Donohoo, 2017; 
Goddard et al., 2000; Johnson, 2002; Tschannen-Moran & Barr, 2004; Yeh 2017). 
Symbolically, Bolman and Deal (2017) stressed that the myths, vision, and values relating to 
working with diverse classroom offers a narrative that continues to project the present with views 
from the past.  
 UA is one of the 10 highest schools on the LOI (Urban Diverse School Board, 2018b). 
Approximately 60% of the parents earn below low-income measure (Urban Diverse School 
THE ROLE OF COLLECTIVE TEACHER EFFICACY 
 
53 
Board, 2018a) which in some views indicate low academic expectation as SES is assumed to 
have significant effect on learning (Boykin & Noguera, 2011; Donohoo, 2017; Hills, 2017; 
Johnson, 2002; Yeh, 2017). The creation of MSP was driven by the belief and discourse around 
the connection between the LOI and student achievement with the aim of closing the gap that it 
creates through the provision of extra resources to support students. Unfortunately, the current 
reality is that these pre-existing beliefs continue to be apparent as teachers feel powerless to 
address the gap challenge and view it as an external factor beyond their control. (Donohoo, 2017; 
Hills, 2017). Bandura (1997) asserts that “pre-existing efficacy beliefs create attentional, 
interpretive, and memory biases in the processing of somatic information” (p. 109). Therefore, a 
shift is needed from the current state of low expectations and efficacy to the desired future state 
of CTE that focuses on closing achievement gap irrespective of students’ backgrounds. 
Environmental Inputs 
 As mentioned in chapter 1 while framing the PoP using PESTE analysis, environmental 
factors are significant not only in framing the problem but also in showcasing the organization’s 
readiness for change. Nadler and Tushman’s Congruence Model (1980) which focuses on the 
transformation process asserts that the environmental input factors lead to outputs in any 
organizational change process. The environmental inputs in my context will involve all 
stakeholders in the change process. Because this OIP’s desired state is to close achievement gap 
for marginalized students through the elevation of CTE, the stakeholders involved based on my 
scope are the principal, vice-principal, administrative team (emergent leaders) and teachers 
(informal leaders). However, in analyzing the environmental input, it is important to also take 
into account the role and perspectives of two specific stakeholders – the school board and 
ministry of education. 
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         School Board. While education is about teaching and learning (teachers and students), 
the school board and government input are equally impactful in propelling the desired state of 
this OIP. At the school board level, there is commendable aspiration to equitably address 
achievement gap and ensure success for all students as evident in UDSB’s mission, values, and 
strategic plan. For example, to ensure equity of success for all students regardless of 
backgrounds, the board continues to stay committed to ensuring that equity and inclusion are 
essential principles of the school system (Urban Diverse School Board, 2018b, 2018d). Also, 
creating model schools that allows for levelling playing field itself is a commendable equity 
effort by the board. The new transformational leadership pathway that seeks to address 
stereotypes, biases, and anti-racism practices as barriers to student success is another courageous 
effort aimed at propelling the board’s goal of success for all. 
         Conversely, analyzed aggregate data continues to suggest that there is a disparity in 
achievement and learning opportunities for students in MSP. Although MSP is an equity-minded 
program created to address this gap, there are no specific plan or strategies in place to address 
how teachers at the forefront of education can instructionally support students living in poverty 
in their classrooms. Also, while annual standardized assessments are used to monitor student 
learning in literacy and numeracy, there are no specific data to indicate a correlation between 
teacher efficacy development and student achievement. This current state calls for the board to 
specifically focus on CTE development that will not only assist in understanding the connection 
between CTE and student learning but also help inform the anticipated state of reaching all 
students irrespective of background. In order to be effective in the transformational process, 
school board must not only increase its effort at inspiring and motivating staff, they must also 
engage in transformative leadership that promotes professional developments focused on 
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knowledge building around the relationship between achievement and the lived experiences of 
the students they serve. This is imperative to improve CTE among educators. 
         Provincial Government. In Ontario, the provincial government is responsible for 
environmental input that prescribes curriculum and set directions for all school boards. The 
Ontario Ministry of Education (MOE) has developed policies and published documents that 
focus on equity and ensuring success for all students. The ministry’s call for all schools in 
Ontario to overhaul their equity and inclusive education policies to reflect the ministry’s vision 
of inclusive education and excellent achievement stipulates the urgent need for change (Ontario 
Ministry of Education, 2014). The MOE is making commendable efforts at addressing barriers to 
positive outcomes for marginalized students. For example, the LOI grant was created to support 
students’ need and ensure equitable access to resources and opportunities. 
         Although schools have access to these funds, the funds are often allocated to a variety of 
programs and initiatives to specifically support students’ well-being and parenting initiatives. 
Additional funds are not designated to supporting CTE to address barriers relating to educators’ 
attitude, beliefs or knowledge gap on the needs of students living in poverty. Thus, it is 
imperative for the MOE to set specific goals aimed at supporting teachers to support students 
living in poverty. Furthermore, although an LOI grant is allocated every 3 years to schools with 
high LOI ranking, there are no obvious measurement tools in place to evaluate teacher collective 
efficacy beliefs which are crucial to supporting students from socioeconomically disadvantaged 
families (Donohoo, 2017). This may be due to challenges of dealing with unionized groups or 
just an oversight. It may also be the result of environmental inputs such as inconsistency in 
policies and agenda due to changes in government. Thus, it may be challenging for school 
leaders and teachers to develop CTE as the current state denotes consistent dependency on the 
provincial government for directions year after year. 
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         Educators and Support Staff. School staff are at the center of this transformational 
change process. The human resource frame as elucidated by Bolman and Deal (2018) 
emphasized the importance of utilizing human capital to execute organizational aims. Therefore, 
effective articulation of the “why” and “what” need to change is crucial. This OIP combines 
Donohoo (2017)’ s collaborative inquiry model with Cawsey et al., (2016)’s change path model 
to propel the desired change. Through critical conversations and reflections during the 
collaborative inquiry process, staff will not only co-learn to enhance their understanding of the 
lived experiences of students but also collectively plan on how to integrate programs and 
practices that address barriers to student achievement. Cawsey et al., (2016)’s change path model 
is an integrated framework that allows for organizational analysis in the “awakening” and 
“mobilizing” phases. This will allow for change leaders to utilize both internal and external 
environmental data to inform their understanding of needed change. In the “mobilization” phase, 
school staff will be engaged and actively participate in gap analysis that will help enhance the 
collective efficacy of teachers. 
         To move forward, school leaders must balance the resources available with a system that 
values CTE. A focus on transforming beliefs, attitudes and values associated with students’ 
economic status must be promoted. A review of available resources must be considered and a 
designated amount must be allocated to building and elevating CTE to support student 
achievement. Without an investment in school-wide professional development for teachers that 
focuses on addressing how to work with children living in poverty, long term sustainable efforts 
may be minimal. As mentioned in chapter 1, Bolman and Deal (2017)’s Human Resource Frame 
will be utilized to mobilize and harness human capital. The courageous self-reflection endeavour 
of the board as indicated in its equity framework and the persistent gaps in academic 
achievement for students in the MSP provides a unique opportunity for the board to embrace this 
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organizational change that addresses one of its main goals from a different perspective – the 
perspective of an informal leader. UDSB needs to reimagine its MSP through the elevation of 
collective teacher efficacy beliefs that will help shift current deficit thinking and beliefs 
impacting achievement for socioeconomically disadvantaged students. 
         In sum, the goal of this OIP is to close achievement gap for students in the MSP through 
the elevation of CTE. With this in mind, the desired state or output as stated by Nadler and 
Tushman (1980) ‘s Congruence model is to eliminate low efficacy and transform teachers’ 
beliefs and attitudes in relation to the achievement of students from low SES background. This 
section has articulated the changes needed using different models to analyze organizational 
information and internal and external structure/inputs. This analysis will help garner the best 
change path for this OIP. The next section will enunciate possible solutions to address the 
problem. The resources needed will be outlined and proposed solutions will be critically 
examined to identify and select the best change path. 
Possible Solutions to Address the Problem of Practice 
 To propel change forward and achieve the preferred organizational state, three possible 
solutions have been developed to address the PoP: (a) Create a Model School Framework; (b) 
Establish Focused Professional Development/ Learning Communities; and (c) Establish 
Collaborative Inquiry-Based Learning. These solutions are developed in consideration of the 
factors shaping the PoP, the resources needed, and the potential pros and cons of each solution. 
Solution One – Create a Context-Based Model School Framework (MSF) 
 To successfully challenge the status quo in my context, it is important to heighten the 
awareness of the existing achievement gap at UA and stress why change is needed. Using 
contextual data, environmental, and organizational dynamics that affect the ability to close the 
gap for students will provide space for authentic and transparent conversations among staff. This 
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will also heighten motivation for altering the status quo, highlight contextual challenges, and 
collectively prompt possible solutions. In alignment with the school board, UA is a school 
community with a long-standing commitment to equity and inclusion. The school prides itself in 
providing equity of access and opportunities for all students. For example, from free in-school 
vision, dental, and hearing screening to subsidized field trips that provide rich experiences and 
deep learning for students, UA continues to ensure that MSP’s goal of ensuring a levelled field 
for all students are promoted. However, like many UDSB schools, UA’s place along the equity 
and improvement continuum is not yet at the desired state as evidence continues to indicate a 
disparity in the achievement levels of students. 
         Developing a Model School Framework (MSF) that is context-specific with a focus on 
strategically supporting staff and building collective efficacy will help address and support 
overall achievement. The framework will set specific norms and beliefs that will be used as a 
school-wide approach to address achievement gap. With input from all stakeholders, the 
enhancement of student performance through CTE will be the ultimate goal of the framework. 
This will not be a static plan but a plan that will continue to evolve based on needs and input 
from the inquiry including the outcome of teachers’ reflection. In addition, MSF will highlight 
specific goals, expectations and procedures with timeline and success criteria to monitor and 
evaluate outcomes. This framework will provide guidelines that align with the board’s strategic 
plan of closing the persistent achievement gap for marginalized students. 
         Hill (2017) asserts that a most effective way to close gap is “creating and promoting 
collective statements of beliefs, establishing and supporting standards of input, developing 
meaningful measures of inputs and outcomes, and addressing the failure as a default cycle” (p. 
139). The establishment of a school-wide framework that aims at improving student achievement 
will provide direction for staff, address the specific needs of students and create a sense of 
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commitment and consistency. The establishment of a framework specific to model school will 
set direction and support change leaders and staff in building knowledge and understanding how 
to support all students irrespective of their socioeconomic status. In addition, the framework will 
stimulate best practices that produces positive outcomes while also highlighting the relationship 
between educators’ best practices and student achievement (Hills, 2017).  
         In developing the MSF, a variety of resources will be required. First, sufficient time is 
needed for teachers to engage in the developmental process. Second, since the development of 
the framework will be organic with active staff participation, staff will require release time. 
Third, lead teachers will be required to facilitate the development and implementation of the 
framework. All of these will require funding. LOI funds designated for supporting students and 
equity themes are already in place and can be utilized as needed. However, although establishing 
a framework that specifically addresses the PoP in this OIP will be beneficial, it is important to 
consider its limitations. Because it is specific, there will be limited room for implementing other 
initiatives or plans. Also, the development of the MSF will take some time and changes in 
leadership and/or staff during the process may impact the implementation of the framework. This 
may consequently lead to the abandonment of the framework and loss of direction for staff. 
Solution Two – Establish Focused Professional Development/ Learning Communities 
  
         Professional learning is an important component of the teaching profession and it is 
essential for educators to engage in continuous learning that help improve teaching practices and 
sharing of best practices throughout the year (Darling-Hammond, 1997; Dufour, 2004; Katz & 
Earl, 2007). According to Love (2009), “Schools implementing collaborative inquiry not only 
improved student achievement …, they changed their school culture by increasing collaboration 
and reflection on practice among teachers” (p. 7).  Developing focused professional learning 
communities is another practical and purposeful solution that can help address the PoP. The 
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literature on professional learning has indicated that it can be used to improve individual teacher 
efficacy and CTE (Hord, 1997; Wahlstrom & Louis, 2008). Currently, PLC meetings are already 
running at UA. Often covering a variety of topics, PLCs are run bi-weekly and facilitated by the 
principal, Vice-Principal or lead teachers and sometimes by invited professionals. The PLC 
recommended for this OIP will be focused and specific to closing achievement gap through the 
advancement of CTE. To propel the desired transformation, PLC activities and conversations 
will be goal-oriented and explicit with the PoP in mind. For example, there must be an authentic 
discourse on how to break the cycle of justifying achievement gap based on external factors such 
as low SES (Donohoo, 2017; Donohoo & Katz, 2020). The focused PLC already established at 
UA will provide opportunities for transparent conversations that explicitly focuses on students’ 
lived experiences and the connection with academic performances. Instead of justifying the poor 
results, the PLCs will allow teachers to investigate the salient factors impacting the PoP and 
collaboratively develop solutions that are practical, meaningful and equitable to all stakeholders 
(Donohoo, 2017; Dufour, 2004; Hills, 2011; Katz & Earl, 2007; Martins, 2009). 
         To enhance CTE, Donohoo (2017) proposed seven characteristics of effective 
professional learning. She stressed that professional learning must be ongoing; reinforce 
meaningful collaboration; grounded in educators’ practice; involve reflection; increase teacher 
influence; build capacity for leadership and tap into sources of efficacy (p. 52). In developing the 
Focused PLC structure, Donohoo (2017)’s seven characteristics of effective professional 
learning model will be used. This model which specifically focuses on improving CTE will be 
further discussed in chapter 3. In addition, it is essential to share the leadership of the PLCs with 
teachers and ensure it is a whole-school initiative. This will ensure active participation and help 
build a “strong and positive culture of trust, cooperation and responsibility” (Hargreaves & Fink, 
2008, p. 235). Also, by brainstorming and sharing ideas while collectively exploring solutions to 
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the PoP, teachers will “build confidence in team’s collective capability to handle difficult 
situations and motivate students” (Donohoo, 2017, p. 59). 
         One of the benefits of a focused PLC specific to closing gap is that it will motivate 
change agents to track and monitor progress in the learning process while making changes as 
needed throughout the PLC duration (Dufour, 2004; Katz & Earl, 2007). Also, through co-
planning, co-sharing, and co-analyzing, educators are not only able to co-reflect and co-create 
but also collectively elevate the beliefs about their capabilities to improve student performance 
(Donohoo, 2017; Dufour, 2004; Katz & Earl, 2007; Tschannen-Moran & Barr, 2004;). The 
resources needed for an effective PLC is time and money. Because PLCs are already in existence 
at UA, the status quo will be unchanged but the PLC will be goal-oriented with a focus on 
enhancing CTE that will help empower educators and address achievement gap. 
Solution Three – Collaborative Inquiry-Based Learning (CIBL) 
         The third possible solution for addressing the PoP is school-wide Collaborative Inquiry-
Based Learning (CIBL) that will involve all teachers and support staff. This model of learning 
actively engages participants and its ultimate goal is to improve student learning. Fullan and 
Quinn (2016) defined collaborative inquiry as a “promising model used to organize actions for 
teaching and student learning” (p. 64). The inquiry-based model “provides a systematic approach 
for educators to identify professional dilemmas and determine resolutions through shared 
inquiry, problem-solving, and reflection” (Donohoo 2017, p. 60). Katz and Dack (2013) defines 
collaborative inquiry as “the methodology for moving a learning focus forward” (p. 39). 
         For the purpose of this OIP and based on my scope, Donohoo (2017)’s Collective 
Teacher Inquiry (CTI) model will be adopted to lead the CIBL. The CTI model is chosen as it 
may be of interest to staff and it contrasts with traditional professional teacher training, which 
generally relies on the presentation of facts by another educator based on his/her knowledge and 
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perspective. The four-stage model of CTI begins with framing the PoP using school data and 
developing inquiry questions that will help formulate a theory of action. Teachers will then 
collectively develop shared knowledge and understanding as they implement changes and collect 
evidence. The next stage is to collectively examine student data to determine if there is progress 
based on changes in practice. Finally, based on results from the inquiry, teachers will collectively 
draw conclusions, document learning, celebrate success, debrief and plan for next steps 
(Donohoo 2017 p. 61). 
         Literature has proven that CTI is an effective indicator of success in building CTE. 
Tschannen-Moran and Barr (2014) noted that efficacy increases when educators collectively 
develop solutions to address identified PoP. Also, based on personal experiences, Donohoo 
(2017) argues that there is evidence of changes in educators’ belief and practices as a result of 
their engagement in cycles of inquiry (p. 62). Furthermore, Langer and Colton (2005) 
illuminated that “schools that engage in collaborative inquiry develop a sense of collective 
efficacy that helps educators reconnect with their original point of passion: ensuring student 
success” (p. 26). 
         One of the benefits of CTI is its ability to promote deeper understanding of the issues 
addressed, empower participants to take ownership of their learning and develop mastery 
experiences (Bandura,1997) which will help them to organically develop meaningful solutions to 
address identified problems. In addition, CTI involves the analysis of attributions through 
collaborative learning. This will not only enhance CTE but also help shape and build 
commitment and effort towards improving student performance from within through 
collaboration and changes in beliefs, assumptions and practices. As Donohoo (2017) pointed out 
seeing casual connections between CTE and student improvement promotes “acquisition of key 
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teaching skills and knowledge such as identifying student needs, formulating instructional plans, 
and using evidence to refine instruction” (p. 63). 
         The key resources needed for CTI will be funds and time for planning and organizing 
action plans. Time will be crucial in running an effective CTI at UA as teachers will be required 
to leave their classrooms during the process. Although UA staff are used to PLC approach where 
administrators are in charge, the nuances of CTI may be challenging as they will be actively 
engaged in co-planning, co-creating and co-sharing. Also, change leaders must invest time on 
reading literature related to CTI and CTE to deepen their own understanding of structure and 
components. Funding will be required for proving substitute teachers to cover classrooms during 
CTI and to purchase resources needed to support teaching and learning. The good news is that 
UA is entitled to LOI grant which can be designated to finance the resources needed throughout 
the CTI process. 
Comparison of Proposed Solutions 
         To determine the best pathway for this OIP, it is important to critically examine the 
relative strengths, limitations and trade-offs related to each solution. Also, the benefits and 
consequences of each solution will be examined. Figure 2.1 below provide a visual 
representation of the three possible solutions. 
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 Similarities       Differences 
 
 
- School-wide initiative 
 
- Context-Specific 
 
- Use of relevant contextual 
data 
 
- Focused learning 
 
- commitment to equity 
 
- Alignment with 
organizational mission and 
vision 
 
- Seeks to change status quo 
 
- Practical, intentional, 
purposeful 
 
- Participants are school staff 
 
- Centered around student 
achievement 
 
 
Trade Offs 
 
 
 
 
Solution 1 – Provides foundations specific to closing achievement gap but is too 
prescriptive, limiting opportunities for creativity or changes based on new findings  
__________________________________________________________________ 
Solution 2 – Opportunities for focused learning but may prevent attention to other 
initiatives or issues as needed 
______________________________________________________________ 
Solution 3 – Inquiry-based learning is non-traditional and its nuances may limit 
teachers’ buy in or active participation 
 
 
Benefits and 
consequences 
 
 
 
 
Solution 1 – Provides a purposeful road-map specific to the PoP; Its top-down 
and prescriptive nature may not address the problem in meaningful ways 
___________________________________________________________________ 
Solution 2 – Explicitly addresses achievement gap and solutions; Requires most 
teachers’ buy-in and collaboration to be successful 
___________________________________________________________________ 
Solution 3 – Addresses knowledge gap in relation to the power of CTE and 
considers educators’ input (Teacher-Led); May require extra time and resources for 
effective measurement of progress 
 
Figure 2.1 Comparison of Proposed Solutions  
 
Solution One  
- Provides guidelines, specific goals, expectations and 
timeline 
- Prescribed, written document      
 
 
 
 
 
 
Solution Two 
-Focused ongoing conversations and dialogue 
related to identified PoP and possible solutions 
- Facilitated by change leaders 
 
 
 
 
 
 
 
Solution Three  
-Inquiry-based with ongoing reflection 
- Four-stage cycle     - Shared learning 
- Collaborative effort  - use of relevant literature 
-  
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Chosen Solution 
         As indicated in figure 2.1, the three possible solutions have some similarities. One is not 
fully exempt from the other. For example, the three solutions will involve focused learning and 
they are all practical, intentional, purposeful and context-specific. However, keeping in mind the 
goal of this OIP which is to develop CTE that will assist in closing achievement gap as a result 
of changes in beliefs, assumptions, and practices, solution three - CTI is chosen as the best 
pathway. Given that there is evidence of knowledge gap as staff continues to associate low SES 
with low student performance, the CTI will allow for deep learning, opportunities for 
sympathetic experiences, and authentic reflections that will enhance CTE. In addition, this 
solution is preferred as literature has proven the correlation between CTI and CTE (Donohoo, 
2017; Dufour, 2004; Katz & Earl, 2007; Tschannen-Moran & Barr, 2004). CTI will allow 
educators to address how their own beliefs and assumptions impact the achievement of 
marginalized students in the MSP. Through an analysis of attributions, CTI will highlight the 
power of CTE to improve student learning and also help debunk the belief that external factors 
such as student’s socioeconomic status, neighbourhood or parents’ educational backgrounds are 
strong indicators of failure. Instead, CTI will ensure a significant shift in teaching practices and 
belief system, consequently demonstrating that the “success of the school, as indicated by levels 
of student achievement, depends upon the collective belief that the teachers in that building can 
improve student achievement” (Tschannen-Moran & Barr, 2004, p. 192). 
         In implementing the chosen solution, Donohoo (2017)’s collective teacher inquiry will be 
used. Similar to the Plan, Do, Study, Act (PDSA) model, Donohoo (2017) suggested a four-
staged CTI cycle – Plan, Act, Observe, Assess (PAOA). As discussed earlier on, these two 
models have similar functions but the PAOA model is more specific to teaching and learning.  
This model which will be further discussed in chapter 3 is grounded in collaborative inquiry with 
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guided questions throughout the inquiry process. As shown in Figure 2.2 below, each stage is 
grounded in reflection. According to Donohoo (2017), “as teams engage in reflective practice, 
self-awareness is increased and direct connections between teaching practice and student 
learning are made clearer” (p. 73).  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Figure 2.2 The Collective Teacher Inquiry centered on reflection. Adapted from Collaborative 
Teacher Inquiry Four-Stage Model. Donohoo, J. (2017a). Collective efficacy: How educators' 
beliefs impact student learning. Thousand Oaks, CA: Corwin Press. 
 
 
 However, it is important to note that professional learning is not exempt from the 
collective inquiry process proposed for this OIP. The inquiry process will make the professional 
learning more impactful as it will not only make positive difference in teaching and learning but 
also increase teachers’ choices and autonomy in their own professional learning. Currently, the 
UDSB’s approach to professional learning is through traditional professional development such 
as workshops and presentations which prevents the opportunity for teachers to own and guide 
their own learning. With the collective inquiry process, professional learning networks will be 
created and teachers will take active role in their own continuous development as needed. For 
Stage 1 
Plan 
Stage 4 
Assess 
Stage 3 
Observe 
Stage 2 
Act 
Reflection 
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example, with shared passions, visions and goals, a group of teachers working together can chose 
to extend an inquiry they are interested in. 
Leadership Ethics and Organizational Change 
  
         Starratt (2004) described ethics as “a study of the underlying beliefs, assumptions, 
principles, and values that support a moral way of life” (p. 5). Likewise, Ehrich, Harris, 
Klenowski, Smeed, and Spina (2015) define ethics as “a dynamic and continuing activity rather 
than an adherence to a system of moral codes and principals enshrined in formal policy 
statements” (p. 198). Ethics is about building and respecting relationships with others. Therefore, 
ethical leaders must act fairly and justly demonstrating care, justice, honesty, equity and 
reflective practice (Ehrich et al., 2015; Starratt, 2004; Tschannen-Moran, 2004). Also, Ehrich et 
al. (2017) explained that ethical leadership is a necessary condition for improving student 
outcomes. The practice of ethical leadership allows for a change leader to foster an ethical 
environment and culture based on the understanding of formal and informal power systems and 
structures that may impact student learning. Additionally, Starratt (1994) elucidated that school 
leaders must conduct themselves ethically in order to create more equitable futures for students. 
Ethical Leadership 
         As educators, I believe that ethical leadership starts with first acknowledging our ethical 
responsibilities as human beings, Canadian citizens, public servants, and educational leaders who 
seek the common good of all fellow citizens irrespective of age, socioeconomic status or 
background. As an educator and change leader who seeks to pursue transformational change in 
this OIP, ethical leadership will be based on the above perspectives while demonstrating ethical 
behaviours that align with the guidelines, standards, and mandates of the Ontario College of 
Teachers (OCT) and Ontario Leadership Framework (OLF). 
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         Educators’ obligation involves educating the younger generation to ensure they become 
productive citizens who are able to contribute to the development and growth of the nation. 
Therefore, in leading the change, school leaders must ensure that structures and procedures that 
support and channel student learning reflect justice, fairness, inclusion, and equity for all 
students (Starratt, 2005).  For the purpose of this OIP, I believe that ethical leadership must 
involve seriously thinking about what is equitable and holistically best for all the stakeholders 
involved in the change anticipated. However, in doing this, it is important to foster the culture of 
trust and care throughout the change process. Strike (2007) stressed that ethical educational 
leadership is the foundation on which to build, maintain, and sustain trust in schools (p. 15-17). 
Northouse (2016) described the importance of trust as foundational to the nature of ethical 
leadership. Furthermore, Starratt (1991) pointed out, schools serve a high moral purpose and 
administrators have a responsibility to promote ethical environments in their schools. 
         As an educational leader in this OIP context, the goal is to inspire and promote a sense of 
empathy (humanity) and also elevate a sense of citizenship where concern for students (younger 
citizens)’ success is inundated with caring, understanding and compassion. According to Starratt 
(2005), ethical leaders “look for transformational teaching and learning that connect academic 
learning to students’ personal experiences and aspirations” (p. 130).  Starratt (2005) further 
explained that instead of focusing on administrative ethics such as ensuring security and safety, 
supporting equitable considerations, and fulfilling contractual obligations out of a sense of 
justice, ethical leaders should focus on actively creating “enhanced opportunities for the human 
fulfilment of teachers and students through the work they coproduce” (p. 131). This OIP, through 
ethical leadership, will focus more on transforming teaching and learning through the elevation 
of CTE that will demonstrate care, compassion, and building of trustworthy relationships while 
improving student achievement. 
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Ethical Responsibilities and Commitments 
  
         The Ontario College of Teachers (OCT)’s ethical standards include understanding the 
ethical responsibilities and commitments in the teaching profession. Thus, as an educator and a 
change leader, it is important to consider ethical responsibilities and commitments as they apply 
to this OIP. UDSB’s vision as stated in its Strategic Plan demonstrates the ethical responsibilities 
of providing equitable access, innovative teaching, helping students learn, creating inclusive 
learning environments, and engaging school communities effectively (Urban Diverse School 
Board, 2018d). The organization aims at addressing the persistent achievement gaps for 
marginalized students in the board. Also, success is being measured through a variety of research 
tools to demonstrate commitment to human rights, equity, inclusion, and anti-oppression (Urban 
Diverse School Board, 2018d). For example, they promote the achievement of all students by 
providing a variety of programs such as the MSP to support student achievement and well-being. 
This vision aligns with Ehrich et al., (2015)’s insight on the characteristics of ethical leaders. 
Ehrich et al., (2015) pointed out that ethical leaders foster morals such as inclusion, 
collaboration, and social justice. Therefore, as a change agent, it is necessary to align my vision 
for change with the organization’s vision and practices while reflecting on the consequences and 
benefits of decisions made (Enrich et al., 2015; Mibelic, Lipicuick & Tekavcic 2010). Support 
for the maintenance of a solid ethical foundation will not only create a shared vision for 
stakeholders but also propel positive and effective transformational change anticipated.  
 In my current role as a change leader, I have an ethical responsibility of preserving the 
organization’s mission, vision and values of supporting whole-child learning, inclusion, equity 
and excellence in our school community. H. Liu (2015) defines relational leadership as emerging 
from interactions between actors in the organization (p. 346). In supporting the mission and 
vision of my board, it is essential to work with all stakeholders (administrators, teachers and 
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support staff) to facilitate decision-making that will move us towards the desired state. The need 
to provide evidence of stakeholder input helps to ensure that leadership “emerges from the 
interplay of ‘leader’ and follower” (H. Liu, 2015, p. 347). Operating in an ethical manner is 
critical for ensuring that all relationships and interactions are transparent and trustworthy, 
activating new learning and growth that will propel the transformational change anticipated. 
Conversely, challenging and resistant relationships will require a demonstration of ethical 
responsibility (Ehrich et al., 2015). As an ethical leader, it is important to act fairly and justly 
throughout the change process (Ehrich et al., 2015). 
         Ethical leadership aligns closely with equity and inclusion in education that is proposed 
by the Ontario Ministry of Education, the Ontario College of Teachers and my school board. 
Therefore, within my specific context, it is important not only to consider the ethical 
commitments of all these different organizational actors but to also use contextual moral 
judgement when making ethical decisions or recommendations. It is critical to consider the 
perspectives of the different organizational actors involved as we collectively implement the 
CTE actions proposed for this OIP. Understanding and applying the same ethical standards will 
allow for alignment and consistency. However, as Ehrich et al., (2015) stated, ethical leadership 
is dynamic and not simply based on strict adherence to policy (p. 198). The moral purpose of 
school is to support all students and help them develop the skills and knowledge they require for 
the future (Freire, 2013; Ehrich et al., 2015). With this in mind, and in alignment with my 
board’s strategic plan, it is imperative to reflect on current policies and practices that will help in 
uncovering injustice or barriers that may be entrenched in the social system or structure of my 
OIP-specific context (Ehrich et al., 2015). Hence the need to develop and elevate CTE with a 
focus on transforming teaching practices, beliefs and attitudes to improve student achievement. 
Furthermore, Zeni (1998) illuminated that, as an ‘insider’ studying my own professional practice 
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and school board, I must conform to my local school board policies regarding research projects. 
Therefore, confidentiality must be a key factor that must be considered in this OIP. Ethically, the 
confidentiality of information about the district, schools, staff, and students must be protected. 
Culture of Trust and Care 
  
 According to Tschannen-Moran (2004), school leaders are in a trusted role, enacting trust 
that can empower their teachers to improve professionally, thus boosting professional 
development and satisfaction. The change leaders in this OIP are trusted by the Ontario College 
of Teachers (OCT) which is the professional regulatory institution for the teaching profession in 
Ontario. OCT members are in a position of trust and are expected to demonstrate responsibility 
in their relationships with students, parents, colleagues, other professionals, the environment and 
the public (Ontario College of Teachers, 2020). Ontario school leaders are also guided by the 
Ontario Leadership Framework (OLF) which is a research-based roadmap created by the Ontario 
Institute for Educational Leadership (2013). Both organizations highlighted trust as a key factor 
in the teaching profession. Coleman (2012) underlined the importance of trust in school-based 
collaborative leadership and stressed the fundamentally significance role trust plays in assuring 
the leader’s integrity and competency in a leadership role. Trustworthy leadership is based on the 
leader’s consistent modelling of ethical values in their day-to-day behaviours (pp. 79-106). 
         In the implementation of this OIP, gaining the trust of staff is essential to ensure the 
attainment of the desired state. Therefore, the change leaders will gain trust by demonstrating 
genuine caring for students, teachers, and parents. Leaders will not only be trustworthy, trustful, 
and extend themselves, they will also display honesty, fairness, and vulnerability throughout the 
change process (Coleman 2012).  This will help influence stakeholders’ perceptions and build 
respectful, trustworthy relationships between the staff and school leaders (Tschannen-Moran 
(2004). The ethical domains considered and discussed above are summarized in Table 2.2 below. 
THE ROLE OF COLLECTIVE TEACHER EFFICACY 
 
72 
Table 2.2    Summary of Relevant Ethics and alignment to Different Organizational Actors  
Domains Ethics Organizations 
Humanity 
 
Care (compassion, acceptance, 
interest and empathy in practice) 
 
-Engage in conversations that 
challenges current practices to 
improve student achievement 
 
-Create a culture for healthy student 
and staff well-being; provide equity 
of access to all students 
 
Ontario College of Teachers 
 
 
Ontario Leadership Framework 
 
 
 
UDSB Mission & Strategic Plan 
Citizenship 
 
Respect (cultural values, social 
justice, and confidentiality) 
 
-Promote collaborative cultures 
 
-Transform student learning 
Ontario College of Teachers 
 
 
Ontario Leadership Framework 
 
UDSB Mission & Strategic Plan 
 
Service 
 
Trust (fairness, honesty, 
trustworthy relationships) 
 
-Align resources with priorities 
(fairness and equity) 
 
-Build strong relationship with 
stakeholders 
 
Ontario College of Teachers 
 
 
Ontario Leadership Framework 
 
 
UDSB Mission & Strategic Plan 
 
Leadership 
 
 Integrity (reliability, commitment, 
and moral actions) 
 
-Set direction (set goals that are 
SMART) 
 
-Allocate resources strategically to 
support student needs 
 
Ontario College of Teachers 
 
 
Ontario Leadership Framework 
 
 
UDSB Mission & Strategic Plan 
 
 
Chapter 2 Conclusion 
 
 The overall goal of this OIP is to enhance CTE in order to heighten student outcome and 
close achievement gaps. Drawing from multiple frameworks, models, perspectives such 
transformational, transformative, and ethical leadership as well as Cawsey et al.’s (2016) change 
path model, Bolman and Deal’s (2017) reframing model and Donohoo’s (2017) Collective 
inquiry framework, chapter 2 provides perspective on the role of CTE and its power to enhance 
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student achievement. Also drawing from critical organizational analysis, three possible solutions 
were identified to address the problem of practice and collaborative inquiry was chosen to propel 
the anticipated change forward. The collective teacher inquiry model chosen will not only 
promote deeper understanding of the issues addressed but also empower educators to develop 
and gain skills and experiences that will organically address the identified PoP. The chapter ends 
with a consideration of leadership ethics. Care, trust, respect and integrity are critical 
components needed for the successful implementation of the change anticipated. Chapter 3 will 
explain the implementation plan and how the change process will be monitored and evaluated. 
Communicate plan, next steps, and future considerations will also be articulated. 
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Chapter 3: Implementation, Evaluation, and Communication 
 Chapter 3 provides a framework for implementing, monitoring and communicating the 
organizational change process proposed for the elevation of collective teacher efficacy (CTE) 
that will improve student academic performance and close achievement gaps at Urban Academy 
(UA). The chapter begins with a discussion of the change implementation plan while offering 
strategic organizational chart to provide readers with a deep understanding of the structural 
approaches utilized. Chapter 3 also endeavours to enunciate the approaches utilized for 
monitoring and evaluating the change process while providing communication plan that will 
clearly communicate the need for change and the change process. The chapter ends with an 
articulation of next steps and future considerations for the enhancement of CTE that will 
heighten student outcome and close achievement gaps. 
Change Implementation Plan 
 For the purpose of this OIP, change implementation plan is defined as the processes, 
strategies, approaches and tools utilized to purposefully transition UA’s current state to its 
desired future state. As shown in Figure 3.1. below, the goal is to change the current state (low 
collective teacher efficacy and justification of achievement gap as a default of low SES) by 
moving UA through a transition state to a desired future state where CTE is elevated and status 
quo is interrupted to enhance students’ academic performance. Thus, the first section of chapter 3 
which focuses on change implementation plan connects the organizational analysis and the 
proposed solution in chapter 2 to operational strategy that will be utilized in this OIP. It also 
outlines the plan for managing the transition, potential stakeholders’ reaction and the required 
support and resources. This section concludes with a discussion on potential implementation 
issues and some limitations that may impact the implementation plan. Figure 3.1. shows the 
transition pace from current to desired future state. 
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Figure 3.1. Change Implementation States 
 It is important to note that in alignment with the school board’s multi-year strategic plan, 
the following two main goals will be prioritized in the implementation of this OIP: 
1. Create an awareness of existing disparity in academic achievement for students in the 
MSP, and 
2. Develop, enhance, measure and sustain CTE with a focus on shifting mindset and beliefs 
around the power of CTE to close achievement gap for students who are from low socio-
economic background. 
To achieve these goals, a combination of Cawsey et al.’s (2016) change path model and 
Donohoo’s (2017) Collaborative Teacher Inquiry (Plan, Act, Observe, Asses) model will be 
utilized. These two models are divided into four stages and will be explained further below. 
During the inquiry-based learning process, reflection will be embedded throughout the Plan, Act, 
Observe, Assess (PAOA) cycle to allow for deep learning and opportunities for focused and 
meaningful discussions. The implementation will be in four phases as explained below. 
 In chapter 2, a critical organizational analysis was conducted to identify and highlight 
needed changes that will propel the envisioned future state of UA. Based on the organizational 
analysis conducted, three solutions were proposed to help advance CTE and the closure of 
achievement gap for students in the MSP. While all solutions were valued, the solution deemed 
most suitable is Collaborative Inquiry-Based Learning (CIBL) as it allows for deep learning and 
Desired Future  
State 
Change Implementation 
Current 
 State
Transition 
State 
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opportunities for sympathetic experiences, and authentic reflections that will help heighten CTE. 
Also, as stated in chapter 2, transformational and transformative leadership approaches will be 
used to push this change implementation forward. With these two leadership styles and a 
combination of the change path model and Collective Teacher Inquiry (CTI) model, this section 
presents a comprehensive implementation plan that aims at closing achievement gap through the 
enhancement of efficacy. Table 3.1. outlines the components and alignment of the models used. 
 
Stages CTI: Plan-Act-Observe-Assess (PAOA) 
 
Four Cyclic Stages 
Change Path Model 
 
Four Stages 
 
One Plan – Stimulate Stakeholders and reflect Awakening - Prepare/create awareness  
 
 
Two Act – Activate/Create action Plan and reflect Mobilization - Organize action plan and resource 
 
 
Three Observe - mobilize to propel change actions 
and reflect 
Acceleration – Drive change actions 
 
 
Four Assess – Gauge progress, debrief, reflect and 
plan for future considerations and next steps 
Institutionalization – Evaluate change, celebrate 
milestones, modify, plan for future 
considerations and next steps 
 
 
Table 3.1    Collective Teacher Inquiry and Change Path Model Alignment 
 
 The Four Phases of the Implementation Plan   
 Phase 1 – Planning and Awakening Currently, as indicated in chapter 2, there is a 
knowledge gap around the power of CTE in closing achievement gap as UA staff continues to 
associate external factors such as low SES and students’ background with achievement gaps. 
Therefore, during the planning (Donohoo 2017) and awakening stage (Cawsey et al., 2016), the 
four components adapted from the awakening stage will be presented to teachers as learning 
goals for the inquiry to assist in stirring up discussions on why change is needed and what needs 
to change. The components include identifying the need for change and PoP through data 
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collection; articulating the gap between the present and desired future state; developing a 
meaningful vision for change; and using effective communication channels to disseminate the 
change vision. Based on the above goals, teachers will engage in teacher collaborative inquiry 
(CTI) process beginning with stage one of Donohoo’s (2017) CTI four-stage cycle (Plan-Act-
Observe- Assess). As a lead teacher and change leader, my role in phase 1 is to co-organize and 
co-facilitate the collaborative inquiry process especially the discussion sessions. I will be using 
guiding questions to ensure participants reflect on their strengths, acknowledge the present 
state/gaps, and identify next steps for collaborative learning. Ultimately, my role is to lead 
discussions and to support teachers not only in understanding the shared vision but also support 
them in achieving the vision. 
 During stage one of the CTI which involves planning, teachers will work in grade teams 
to collaboratively identify and frame the problem of practice, generate an inquiry question, and 
formulate a theory of action (Donohoo, 2017). The goal is to keep teachers focused on the 
identified PoP which will enable them to identify the current dilemma and formulate meaningful 
action plan. At this initial stage, change leaders (principal, vice-Principal, and lead-teachers) who 
will be facilitating the CTI will provide internal and external data including EQAO, students 
‘demographic and achievement data, model school assessment reports, parents and students 
survey) to support the CTI process. The board’s multi-year strategic plan, school’s improvement 
plan, student achievement reports and articles or reports indicating evidence of high performing 
schools in low SES neighbourhood will also be provided. Examining these data will assist 
educators to become more aware of the gaps and enhance their understanding of the need for 
change. In addition, educators will be able to frame and reflect on the causes/input (such as 
beliefs, practices, assumptions or attitude) and the effects/output (on teaching and learning).  As 
Donohoo (2017) pointed out, understanding causes and effects will motivate educators to 
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“examine what they think will work against the realities of what is actually happening given their 
existing culture, specific context, and unique population” (p. 60). At the end of stage one, the 
hope is that, with the board’s strategic plan in mind, UA staff will be able to “articulate the gap 
in performance between the present and the envisioned future state” (Cawsey et al., 2016, p. 98). 
Consequently, through debriefing and reflection, staff will collectively develop a robust vision to 
guide the next phases of the implementation plan.  
 Phase 2 – Acting and Mobilizing The focus of phase two is to act on the vision 
developed in phase one and mobilize various stakeholders and resources for the benefit of the 
change vision. In the mobilization stage, emphasis will be on four components presented in 
Cawsey et al.’s (2016) change path model. These components involve analyzing and leveraging 
formal systems and structures to power change vision; assessing organizational dynamics and 
build momentum to support the change vision; communicating change process and manage 
stakeholders’ reactions; and leveraging change leaders’ skills, knowledge to support change the 
implementation. The mobilization stage is important as it involves careful analysis of the 
underlying issues that need to be dealt with (Cawsey et al., 2016).  
 With the mobilization components in mind, teachers will engage in stage two of the CTI 
cycle (Act) which involves creating action plans collectively based on new knowledge and 
competencies acquired through analyses of data, debriefing, and reflection. At this stage, 
teachers will begin to “implement changes in practices; develop shared knowledge and 
understanding; and collect evidence” (Donohoo 2017, p. 61). Co-gathering and sharing of 
information and new knowledge will not only assist teachers in addressing co-created inquiry 
questions but also help “refine their thinking” (Donohoo 2017, p. 61) especially in relation to 
shifting mindset and closing achievement gaps through internal effort powered by collective 
efficacy. The hope is that, at the end of phase two, teachers will begin to change instructional 
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practices based on co-created action plans. As practices and mindset shifts with a focus on 
improving both teaching and learning, teachers will become more aware of their collective power 
to enhance students’ performance (Boykin & Noguera, 2011; Donohoo, 2017; Hills, 2017; 
Johnson, 2002; Yeh, 2017). My role as a change agent in phase 2 is to continue to facilitate 
discussions in meaningful ways. I will also act as a coach to new teachers and a critical friend to 
colleagues as needed. 
 Phase 3 –  Observation and Acceleration The acceleration stage in Cawsey et al.’s 
(2016) change path model presents three components that will be considered in this 
implementation plan. The components are: commitment to engaging and empowering 
stakeholders and promoting the development of new knowledge and competencies to support 
change; utilization of appropriate tools to propel change forward; and management of transition 
and celebration of progress incrementally. The acceleration stage is a critical stage as change 
leaders begin to use a variety of tools to monitor, measure and track the change actions 
implemented so far to determine progress and challenges. The results will be used to plan, 
modify, adjust and successfully implement the change actions. This will include developing an 
effective communication plan that will be utilize in managing the transition, progress, and 
challenges. The communication plan will be explained further in another section of this chapter. 
 During the stage three of CTI cycle (Observe) which involves mobilizing to propel 
change actions, Donohoo (2017) proposed that the focus should be on observation of the change 
process and reflection on implemented change actions. This aligns with Cawsey et al.’s (2016) 
acceleration stage as it calls for change leaders to jointly observe student learning data, examine 
teachers’ assumptions, and consider the changes that must made to make the implementation 
plan successful (Donohoo 2017). At stage 3, UA staff will re-examine achievement data (such as 
report cards, DRA) to determine if there is evidence of anticipated changes in student 
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performance and if further change actions are needed. In addition, change leaders will engage in 
classroom walk-throughs to observe how change actions are implemented. Walk-through 
observation chart and checklist will be utilized. Findings from observations will not only be 
helpful in formulating conclusions but also in planning for next steps. At the end of phase three, 
the hope is that changes in beliefs and mindset will occur as teachers reconcile discrepancies 
between their initial thinking and the new ideas that emerge through reflection, and critical 
consideration of instructional practices and student learning data (Donohoo 2017; Katz & Dack, 
2013; Donohoo & Velasco, 2016; Donohoo & Katz, 2020). My role during phase 3 is being a 
collaborative colleague and also co-analyzing, measuring, and tracking change actions to 
determine progress and challenges. Specifically, I will be working with the administrative team 
(principal, vice-principal, and lead teachers) to examine and collate findings from collected data. 
 Phase 4 – Assess and Institutionalize During the fourth and final phase of this 
implementation plan, the focus will be on gauging the change process. Change leaders will 
continue to assess change actions in order to further make needed modifications, celebrate 
success, and debrief on future considerations. Specifically, components of Cawsey et al.’s (2016) 
change path model institutionalization stage will be considered: (a) periodically tracking 
progress, measuring and modifying as needed; and (b) continual development and deployment of 
new structures, systems, knowledge and skills as needed to stabilize change actions. At this 
stage, appropriate measuring tools which will be discussed further in the next section will be 
used to assess the change process. Findings will be utilized in formulating new instructional 
approaches and new belief system will be developed based on the new knowledge acquired and 
teachers’ experiences with the action plans. 
 Cawsey et al.’s (2016) institutionalization stage aligns with Donohoo’s (2017) CTI stage 
4 (Assess) which focusses on evaluating progress, drawing conclusions based on learnings, 
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debriefing and celebrating achievements. At this final stage of the cycle, teachers and change 
leaders will determine if they want to begin the CTI cycle again based on results from the inquiry 
or new topics they would like to explore. This stage will provide opportunities for teachers to 
make meaningful collective instructional decisions that will impact teachers’ belief about their 
abilities to close achievement gaps through collaborative professional learning. During this final 
phase, my role as a change agent is to continue to work with others as a facilitator during 
discussions and as a collaborative colleague engaged in celebrating progress and debriefing next 
steps for collaborative learning and school improvement. 
Managing the Transition 
 This section articulates the strategies that will be incorporated to manage transition, 
ensure effective management of resources and the detailed communication plan developed to 
propel the anticipated change forward. Managing the transition according to Cawsey et al. (2016) 
means making sure the change actions and continuing operations of the organization are 
successful (p. 328). Therefore, in facilitating this implementation plan, change leaders will make 
sure that the resources needed such as human, money, time, and valued expertise are managed 
effectively during transition to ensure success. The goal is to ensure that UA’s school business 
continues to operate effectively while the change action plans are being implemented. This goal 
is achievable because most of the resources are already in place to support the implementation 
plan. For example, professional learning communities are already existing. Teachers are already 
meeting bi-weekly in grade teams to engage in professional development and school’s new 
initiatives. Thus, there will be minimal disruption to day-to-day activities and routines of UA 
during the implementation process. 
 Also, in managing the transition, the goal is to prevent or minimize anxiety, confusion or 
frustration. Having a clear and detailed communication plan in place will assist in managing the 
THE ROLE OF COLLECTIVE TEACHER EFFICACY 
 
82 
transition as staff will be well informed and have opportunities to ask questions and share their 
thoughts, ideas, and concerns throughout the change process. Furthermore, there will be no 
surprises in relation to assigning roles or leadership. The staff are familiar with the facilitators 
(change leaders), support staff and learning coaches. This will also help minimize the anxiety 
around the nuances of the changes. Another plan for managing the transition is to ensure that 
reflection and celebrations are occurring during CTI meetings to share accomplishments, 
challenges and next steps. This will also help provide multiple perspectives of the change 
process and consequently provide opportunities to co-review the tools and strategies for further 
improvement of the implementation plan.  
 In sum, the ultimate goal is to lessen obstruction to the daily instructional activities and 
reduce or avoid anxiety, uncertainty and frustration while enhancing positive enthusiasm and 
engagement of staff. With detailed and clear communication, reflection and consistency of 
leadership coupled with alignment of the action plan with existing structures, the hope is that the 
goals of this implementation plan will be accomplished with smooth transition at every phase. 
The next section will examine the anticipated stakeholders’ reaction to the change and how it 
will be addressed. 
Potential Stakeholders’ Reactions to Change 
 The stakeholders in this OIP are the principal, vice-principal, lead-teachers, learning 
coaches, students and support staff. However, the ones directly involved in the CTI are teachers 
who are in charge of instructional leadership. It is anticipated that the stakeholders involved may 
experience four of the stages of reaction suggested by Cawsey et al., 2017. As shown in Figure 
3.2., UA staff may experience (a) anxiety, (b) defensive retreat or compliance, (c) 
acknowledgement, and (d) adaptation (Cawsey et al., 2017, p. 231).  
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Figure 3.2 Anticipated Stages of Reaction. Adapted from Cawsey, T. F., Deszca, G., & Ingols, C. 
(2016). Organizational change –An action-oriented toolkit (3rd ed.). Thousand Oaks, CA: Sage.  
  
 The first stage of reaction expected is anxiety. Anxiety is the feeling of fear or 
apprehension of the unknown. Stakeholders may experience anxiety at the beginning of the 
change process as status quo is about to be disrupted and as beliefs and mindset are being 
challenged. The awakening stage of the change path model (Cawsey et al., 2017) and the 
collaborative nature of Donohoo (2017)’s CTI employed will help address this reaction as it 
provides a bottom-up approach and collaborative opportunities for stakeholders to discuss the 
need for change, what needs to change and the implementation process. Also, through 
transformational and transformative leadership approaches which involves building shared vision 
(Sun & Leithwood, 2012) and deconstruction inequity frameworks (Shields, 2010), change 
leaders will collaboratively work with stakeholders to co-analyze relevant data that will not only 
deepen understanding of the change but also boost the level of readiness and assist in developing 
a strong vision for change. 
 The second anticipated stage of reaction is defensive retreat or compliance. As stated in 
chapter 1 and 2, the PoP shows the continual association of achievement gap with external 
factors such as low SES. As Cawsey et al. (2016) stated, some stakeholders may be “holding 
onto the past and experiencing anger over the change” (p. 230). Thus, making them defensive of 
the current state and retreating from transition to the desired future state. However, the 
mobilization stage of the change path model and Donohoo (2017)’s CTI model that is employed 
Anxiety  and 
uncertainty 
Defensive 
Retreat or 
Compliance 
Adaptation to 
Change 
Acknowledg
e-ment 
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to guide the implementation plan will allow for change leaders to engage staff in meaningful 
discussions that will stimulate compliance. It is anticipated that staff will experience compliance 
more than defensive retreat as the two-way communication channels employed will help 
convince staff of the “importance of changing now and not continuing to operate as they have in 
the past” (Cawsey et al., 2016, p. 54).  
 Acknowledgement of change and its benefits is anticipated as the third stage of reaction 
that staff may experience. Through the acceleration stage of the change path model which 
translates plan into actions to bring change to life, staff will begin to acknowledge and accept the 
change actions (Cawsey et al., 2016). Also, through the CTI model employed, staff will not only 
be empowered but also acquire new knowledge about CTE, develop new way of thinking, and 
gain skills and abilities to address the identified PoP (Donohoo 2017). Cawsey et al., (2016) 
noted that at this stage, stakeholders begin to take new risks that allows them to let go of the past 
and accept change (p. 231). 
 The fourth and final stage of reaction anticipated is adaptation to change. This usually 
occurs at the end of the change process. At this stage, it is anticipated that stakeholders will be 
more comfortable with change actions and adapt to the change. This stage aligns with the 
institutionalization stage of the change path model (Cawsey et al., 2016) which focusses on the 
successful transition to the desired state. At this stage, as the change actions are measured and 
achievements are celebrated, status quo will be superseded and stakeholders will become more 
familiar with change. This will consequently lead to institutionalization and sustainability of the 
change actions. 
 In sum, it is expected that stakeholders will react differently during any organizational 
change. Based on the context of this OIP, it is anticipated that staff will experience the four 
stages of reaction identified above. However, the leadership approaches employed which 
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involves reforming and improving status quo (Shields, 2010; Sun & Leithwood, 2012) and the 
implementation framework employed coupled with operative communication plan will help 
address these reactions at different stages to ensure the successful implementation of the change 
actions. The next section will examine support and resources that will be utilized to propel 
change forward. 
Support and Resources 
 As with any initiatives, the resources of time, human, money, technology and information 
will be instrumental throughout the phases of this plan. The time anticipated for the 
implementation plan is one school year calendar. Time is required to for CTI meetings and 
planning. The plan is to continue with the existing structure of the bi-weekly 45-minute PLC 
meetings that are already in existence at UA. Human resources will include teachers, support 
staff, learning coaches, social worker and community support worker. They will be mobilized to 
support the successful implementation of the change plan. Substitute teachers will be hired to 
cover for teachers during meetings. Financial resources needed will be drawn from existing 
funds such as LOI grant, model school allowance, and professional development allocations. All 
of these funds are already in place and will be diverted to support the implementation plan as 
needed. Fortunately, change leaders are also members of the school budget committee. So, 
efforts will be made to financially support the implementation with minimal resistance. 
 With regards to technology, staff are already familiar with school-wide google chat group 
structure which is accessible at any time of the day. For the purpose of this OIP, online group 
chats will be created per grade team with a specific focus on the CTI and change process. This 
will provide opportunities for ongoing communication online and teachers will be able to ask 
questions, share ideas, new knowledge and concerns. They will also be able to co- create and co- 
plan lessons and activities that will propel desired instructional practices for the improvement of 
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student learning. Thus, creating environments where knowledge is created through a process that 
combines deep collaboration with evidence and inquiry (Katz & Dack, 2013). In addition, an 
effective communication plan which will be discussed in another section of this chapter will be 
put in place to ensure that pertinent information are communicated appropriately and on time to 
stakeholders. With accessibility to required resources as needed and a detailed communication 
plan, it is anticipated that transitions during the change process will run smoothly and effectively. 
The next section will articulate some of the identifies potential issues and challenges that may 
impact transition from the current state to the desired future state. 
Potential Implementation Issues and Challenges 
 Three potential challenges may influence the successful implementation of this change 
plan: Staff reaction, unionized work environment, and establishing implementation timeframe. 
First, as stated earlier on, staff’s reactions may be negative at the initial stage. Since the process 
of change involves moving from the known to the unknown, stakeholders may experience 
anxiety and defensive retreat due to worries about uncertainty and doubt about the outcome of 
the change expected. To address this challenge, open two-way communication that allows for 
authentic dialogues and discussions will be promoted. Also, a communication forum that focus 
on identifying, understanding, and managing stakeholders’ reactions will be put in place to 
promote staff engagement and empowerment. Thus, proving opportunity to proactively address 
any concerns or misconceptions that may come up at the initial stage of the change process.  
 The second challenge envisioned is the tendency for the union to limit the level of staff 
participation due to strike actions or work to rule mandate from the teachers’ union. To address 
this challenge, change leaders will liaise with union representatives to collaboratively determine 
appropriate time for CTI meetings. Since, the key stakeholders are teachers, it is important to 
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work collaboratively with union leaders in the school and get their buy-in for the successful 
implementation of the change plan. 
  The third challenge is the inability to accurately predict the appropriate time frame for 
the changes anticipated and the successful implementation of the plan. Preferably, as a brand-
new initiative, the goal is to implement this OIP during the next school year, starting in 
September 2021 and ending in June 2022. However, it is challenging to accurately predict that 
the desired changes will be evident and UA staff would have transitioned to the envisioned state 
by the end of the CTI cycle. To address this challenge, change leaders in collaboration with staff 
may choose to extend the time frame of the implementation plan to a two or three-year cycle if 
needed. The extension of the CTI cycle may allow for the stabilization of new knowledge and 
skills while enhancing the institutionalization of the change actions and sustainability. 
Limitations 
 
 In examining the limitations that may be constraints to this OIP, three challenges are 
identified. First, a major envisioned challenge is the tendency for teachers to desire the 
maintenance of status quo. UA has been in existence since the 1950s and some of its staff are 
long time employees with most working there for more than a decade. Thus, specific culture has 
been ingrained and may be difficult to convince staff of the need for change. In addition, UA was 
chosen as a lighthouse school over a decade ago based on significant improvement in EQAO 
scores. Staff continues to pride themselves in this past glory, preventing the consideration for 
changing demographic, leadership, and diverse student needs. Thus, getting teachers’ buy-in on 
the need for change is critical. Relevant data to support the CTI process and data that will help 
enhance teachers’ awareness of the lived experiences of their students will be provided to assist 
in mitigating this challenge. Teachers will also engage in authentic discussion and reflection 
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around CTE and strategies used by successful schools to close achievement gap for socio-
economically disadvantaged students.  
 The second limitation is that change leaders’ demographic has insignificant 
representation of the student population. Hence, it may be challenging for them to resonate with 
the problem identified in this OIP (CTE outweighs SES). Also, conversations around CTE, 
beliefs, biases and privileges are sensitive issues that may be uncomfortable for some. However, 
to mitigate against this challenge, open-ended dialogue will be employed supported with clear 
and detailed communication plan while providing a variety of data/evidence to establish the need 
for change.  
 The third limitation is the involvement of the teachers’ union. Because UA is a unionized 
environment, teachers may want to consult with their union first before engaging in this type of 
change initiative. Organizational bureaucracy may then impact the timeline and/or direction of 
the change process. This again calls for using effective communication tools that will stimulate 
teachers’ buy-in and limit resistance. Also, liaising and building trustworthy relationships with 
union representatives in the school will be prioritized. 
 In sum, the overall goal of this OIP is to enhance CTE in order to heighten student 
outcome and close achievement gaps. Drawing from multiple frameworks and perspectives, this 
OIP aims at providing insights on the role of CTE and its power to enhance student achievement. 
This section presents the change implementation plan developed for this OIP. In connection with 
the organizational analysis and possible solutions outlined in chapter two, the goals and priorities 
of the change process are articulated while communicating how stakeholders’ reactions to 
change will be addressed. This section ends with an explanation of potential implementation 
issue, challenges, and limitations that may impact the successful implementation of change 
actions and how they will be addressed.   
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Change Process Monitoring and Evaluation 
 
 Markiewicz and Patrick (2016) define monitoring as the “planned, continuous and 
systematic collection of programme information” (p. 12) while also defining evaluation as the 
“planned, periodic, and systematic determination of the quality and value of a programme, with a 
summative judgement” (p.12) of its goals and objectives. As illuminated by Cawsey et al. 
(2016), “measurements matter. What gets measured affects the direction, content, and outcomes 
achieved by a change initiative” (p. 340). Therefore, it is imperative to clearly and effectively 
articulate the monitoring and evaluation tools that will be utilized to frame and guide this OIP. 
The tools used in combination with the transformational and transformative leadership 
approaches employed will help clarify anticipated outcomes and ensure accountability 
throughout the change process. As Cawsey et al. (2016), pointed out, well-thought out 
monitoring and evaluation processes will enable change leaders to not only effectively frame the 
need for change and the implementation vision but also monitor the environment, make needed 
adjustments, measure progress and propel the change to a successful completion (p. 340). This 
section will enunciate the approaches utilized for monitoring and evaluating anticipated change 
with a focus on the tools and measures that will be used to track change, gauge progress and 
assess change actions throughout the change implementation process. 
 Markiewicz and Patrick (2016) stressed the importance of choosing and using appropriate 
monitoring and evaluation frameworks that will support accountability, inform decision-making, 
and also guide the overall improvement plan. Markiewicz and Patrick (2016) highlighted the 
need to articulate and focus on “appropriateness, effectiveness, efficiency, impact and 
sustainability” (p. 2).  As stated in chapter two, to effectively monitor and evaluate the change 
process, Donohoo (2017)’s Plan-Act-Observe-Assess (PAOA) model will be utilized during the 
Collective Teacher Inquiry (CTI) to help develop and elevate collective teacher efficacy (CTE) 
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with a focus on closing achievement gap for students in the model school program (MSP). This 
will allow for the revisiting of Cawsey et al. (2016)’s change path model stages throughout the 
change process. To ensure effectiveness and consistency, multiple formative and summative 
assessment tools will be used to track anticipated change, gauge progress, assess change and 
enhance the implementation plan as needed.  
 Concurrently, in alignment with transformative leadership which promotes shared vision 
and collaboration (Sun & Leithwood, 2012), teachers’ co-created monitoring and evaluation 
tools will be integrated to instructional practices and in the application of the newly acquired 
knowledge. This will allow for integration of multiple perspectives and ensure bottom-up 
approach that will empower and encourage teachers. Also, to ensure consistency with the OIP 
context, current system-wide assessment and monitoring tools such as student literacy and 
numeracy achievement reports will be utilized. In addition, the monitoring and evaluation tools 
proposed will align with existing tools and practices at UA. This is reasonable and fair as 
teachers are already familiar with these tools and will be comfortable using them. This will help 
reduce resistance or anxiety while empowering teachers and heightening desired motivation, 
support and commitment (Cawsey et. al., 2016). For example, system-wide assessment such as 
student report card, parent-student census report, standardized tests specific to model schools and 
annual interim school reports will be unpacked to inform formative and summative assessment 
of the change actions. All of the above assessment tools are appropriate as they align well with 
the change path model and are necessary to “track the change periodically and through multiple 
measures to help assess what is needed, gauge progress toward the goal, and to make 
modifications as needed” (Cawsey et al. 2016, p. 98). Table 3.2 shows the different goals of the 
formative and summative assessment tools that will be used. 
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Table 3.2 Goals of Formative and Summative Assessment 
Formative Assessment Summative Assessment 
1. Monitor the learning process during CTI 
 
 
2. Provide ongoing feedback to improve teaching and learning 
 
 
3. Examine the process of the CTI (input) 
 
 
4. Use multiple formal and informal assessment methods 
 
1. Evaluate learning 
 
 
2. Provide comparison of past and present state 
 
 
 
3. Highlight the outcome of CTI (output) 
 
 
4. Summarize overall learning based on goals and objectives 
 
 
 
Formative Assessment 
 Formative and summative assessment approaches will play significant role throughout 
the change process. For the purpose of this OIP, formative assessment is defined as a process 
used by teachers and students during instruction to provide feedback and adjust ongoing teaching 
and learning in order to improve students’ achievement of intended instructional outcomes 
(McManus, 2008). The outcomes of these assessments will become formative assessment as the 
results are being used to adapt teaching to meet student needs. In other words, formative 
assessment in this OIP is presented as a range of formal and informal evaluation conducted 
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during the CTI in order to monitor student learning, gauge instructional practices and belief 
system while providing teachers with ongoing feedback that will ultimately improve student 
achievement. The outcome of formative assessments will also be used to guide and modify the 
implementation plan as needed. The formative monitoring and evaluation tools that will be used 
are: (a) Collective Teacher Efficacy (CTE) questionnaire; (b) Anecdotal notes from discussions 
during CTI cycle including online google chats; (c) Reflection exit cards; (d) District-wide and 
UA formal assessments such as report card, EQAO, and MSP assessments; (e) Teacher and 
student survey/questionnaire; and (f) Walk-through observation notes.  
 The CTE questionnaire is a diagnostic scale that will be used to assess and reflect on 
UA’s specific context in relation to collective efficacy and the PoP. This will first be 
administered at the beginning of the PAOA cycle to understand the perception of staff on the 
relationship between CTE, students’ socioeconomic status and academic achievement. It will 
also be re-used as a summative evaluation tool during the fourth and final phase to determine the 
overall progress and statistical significance in disparity between the past state and the current 
state especially in relation to the closure or reduction of achievement gap for UA students in the 
MSP. Anecdotal notes from discussions and students’ formal assessments will be analyzed 
periodically throughout the four phases. Assessment of reflection exit card and walkthrough 
observations which will occur mostly in phases one, two and three of the CTI/PAOA cycle will 
be further discussed below. 
 It is important to note that the pre- and post- collective efficacy scale questionnaires 
given to teachers will help in assessing individual teacher’s sense of belonging and competence 
which underpins both CTE and self-efficacy. Teachers’ beliefs and the way they exercise 
personal agency are often influenced by collective efficacy as both self and collective efficacy 
are strongly related and linked to student achievement. (Bandura, 1977: Goddard, Hoy & Hoy, 
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2000). However, in assessing teachers’ questionnaire responses, the goal of this OIP is to focus 
on collective efficacy findings. 
Summative Assessment 
 For the purpose of this OIP, summative assessment is defined as the methods used to 
summarize and judge the overall learning outcomes of the CTI cycle in relation to the goals and 
objectives of this OIP. Summative assessment will be used to determine if the change actions 
proposed are effective and can become institutionalized. In other words, summative assessment 
will indicate steady continuous use of the new ways of the implementation plan. The methods 
used will include: (a) Collective Teacher Efficacy (CTE) Questionnaire; (b) District-wide and 
UA student achievement records; (c) Teacher and student survey/questionnaire; (d) Reflection 
Exit cards; and (e) Observation notes from classroom walk-throughs. All of these will be carried 
out during the final phase of the PAOA cycle. The hope is that the summative assessment reports 
gathered will help in comparing and contrasting UA’s current state with the former state to 
determine if achievement gaps has been closed or at least reduced significantly. 
Classroom Walkthroughs and Reflection Exit Cards 
 For the purpose of this OIP, it is important to provide operational definitions of 
classroom walkthrough notes and the reflection exit cards as they play significant roles in 
gauging the progress of the implementation plan. Classroom walkthrough, is an informal brief 
and regular observation of teaching and learning in the classroom with a focus on specific “look 
fors” related to the CTI process. This will occur during the four phases. In collaboration with the 
teachers, change leaders will visit classrooms periodically to examine how new co-created 
change actions are being implemented and analyze the outcomes and challenges. Given that this 
is a collaborative effort and UA is a unionized environment, teachers will volunteer and 
independently pick when the walkthrough will happen and what to look for. This transparent, 
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collaborative, and bottom-up approach is a safeguard measure that will help prevent any 
perception of judgement. Also, the collaborative inquiry including the walkthrough process will 
be communicated with the union representatives at UA prior to each visit to ensure that decisions 
are made collaboratively and a comfortable ground is established. 
 This informal walkthrough assessment will provide change leaders with valuable 
information relating to the change process and consideration for required modifications that will 
be shared with stakeholders involved.  Evaluating new instructional practices observed during 
walkthrough is important at it can help determine what is working and what is not. It can also 
highlight the relationship between past teachers’ expectations for students, collective efficacy 
and the current expectations. For example, as Donohoo (2017) pointed out, “when expectations 
are low, tasks assigned to students are often low level and lack complexity” (p. 80).  
 As stated earlier on, ongoing reflection is central to the PAOA cycle and will occur 
during the four phases. The reflection exit card for the purpose of this OIP is defined as a brief 
summary of learning, takeaways or feedback provided in written form by the teachers involved 
at the end of each bi-weekly CTI meeting. This will then be analyzed and shared to help 
determine next steps. Reflection exit cards will provide and enhance insight and understanding 
during the implementation process. Change actions may be modified based on findings from 
reflection exit cards and walkthrough observation notes. 
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- Framing the problem of practice                                                                        -      Change action implementation 
- Teaching and learning                                                                                        -      Shared understanding and knowledge 
- Rationale for change                                                                                           -      collected evidence (internal/external) 
- Change actions 
 
 REFLECTION 
 
 
 
 
 
 
- Debrief and analyze progress                                                                                -      Student learning data 
- Celebrate success and learning                                                                              -      Change actions and progress 
- Document learning and conclusions                                                                      -      New practices and beliefs 
- Next steps 
 
Figure 3.3.   CTI Cycle and Reflection. Adapted from Collaborative Teacher Inquiry Four-Stage 
Model. Donohoo, J. (2017a). Collective efficacy: How educators' beliefs impact student learning. 
Thousand Oaks, CA: Corwin Press. 
 
 Conclusively, in alignment with transformative and transformational leadership which 
calls for holding high performance expectations and effecting equitable changes (Sun & 
Leithwood, 2012; Shields, 2010), monitoring and evaluation will be collaboratively planned, 
organized, and analyzed by administrators, team leaders and teachers throughout the CTI 
process. Change leaders specifically, administrators, team leaders and learning coaches will 
share change progress at the end of each collaborative inquiry cycle and plan for next steps. 
Evaluation and analysis of data collected through monitoring will provide “a deeper and nuanced 
understanding of change and issues associated” with the OIP (Markiewicz & Patrick 2016, p. 
12). This will also ultimately help formulate meaningful conclusion and recommendations for 
next steps that will ensure the sustainability of change actions. The table below shows the 
summary of the monitoring and evaluation plan. 
 
Stage 1 
PLAN 
Stage 2  
ACT 
Stage 4 
ASSESS 
Stage 3 
OBSERVE 
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Table 3.3   Monitoring and Evaluation Summary 
PAOA and CTI Cycle Change Path Model Monitoring and Evaluation Tools 
Cycle 1 
PLAN 
 
AWAKENING 
Formative Assessment 
- begins with diagnostic evaluation of current efficacy state using 
Collective Efficacy Scale questionnaires 
- engage in environmental scanning through analysis of internal 
data to identify disparities in achievement and underlying causes 
- assess current structure/path to determine vision for change 
 
Cycle 2 
ACT 
 
MOBILIZATION 
Formative Assessment  
- seek input through reflection exit card (data collected will be used 
to inform next steps) 
- conduct classroom walkthroughs (observation notes will be used 
to assess and monitor behaviour, beliefs and instructional practices 
in the classrooms) 
 
Cycle 3 
OBSERVE 
 
ACCELERATION 
Formative Assessment 
-Ongoing walkthroughs 
-documentation of reflection exit cards and discussions (face-to-
face and online) 
- Analyze student work shared by teachers through collaborative 
marking 
- evaluate progress against milestones and objectives, modify as 
needed 
 
Cycle 4 
ASSESS 
 
INSTITUTIONALIZATION 
Summative Assessment 
- Re-administer Collective Teacher Efficacy Scale (use 
questionnaires) 
- Analyse district-wide and UA student achievement records (e.g. 
report card) 
- Analyze teacher and student survey/questionnaire 
- Analyze final reflection/exit cards and walkthrough observation 
notes 
   
 In sum, this section presents the formative and summative monitoring and evaluation 
tools that will be employed at different stages of this OIP. Reflection will be a significant part of 
the cyclic stage of the CTI process using the PAOA model. The hope is that by observation, 
tracking and gauging the change process, meaningful conclusions will be made not only to 
propel the change forward but also to ensure the institutionalization of change actions and plan 
for next steps. The next section will discuss the communication plan coupled with the strategies 
and channels that will be used. 
Plan to Communicate the Need for Change and the Change Process 
 Bryson (1995) stressed the importance of investing in communication. Ford & Ford 
(1995) asserted that the essence of change is communication as it generates the anticipated 
change rather than simply serving as a tool of change implementation. According to Bryson 
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(1995), stakeholders must be given the opportunity to fully understand and appreciate change 
implementation goals. They should hear about the change message many times and through 
multiple channels. Similarly, Klein (1996) claimed that “message redundancy is related to 
message retention” (p. 34). Therefore, it is important for change leaders to develop an effective 
communication plan that articulates the need for change repeatedly and also recurrently engage 
stakeholders in dialogue while providing opportunities to listen and respond to stakeholders 
involved with care and consideration (Cawsey et al., 2016: Armenakis & Harris, 2002; Klein, 
1996). The ultimate goal of this communication plan is to actively engage involved stakeholders 
through multiple communication mediums and persuade them to move in a common direction 
while mobilizing support and nurturing enthusiasm and commitment. This section will articulate 
how the need for change will be communicated. The change process, communication strategies 
and channels that will be utilized will also be articulated. 
Communication Plan  
 According to Cawsey et al., (2016), when developing communication plan “there can 
never be too much top-level communication and support” (p. 102). Consequently, this 
communication plan will move through four phases using Donohoo’s (2017) CTI Plan-Act-
Observe-Assess (PAOA) model. In alignment with the implementation plan, this model will be 
combined with Cawsey et al. (2016) Change Path Model to ensure that a consistent, effective and 
comprehensive communication plan is in place throughout the change process. The plan will also 
focus on leveraging transformational and transformative leadership approaches that aims at 
enriching communication between the change leaders and involved stakeholders. From the 
transformational and transformative leadership lens, communicating the anticipated change 
involves setting directions, developing people, and providing intellectual stimulation (Sun & 
Leithwood, 2012; Armenakis & Harris, 2002). Transformative leadership approach involves 
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promoting equity, inclusion and democracy while calling for attention to inequitable systems and 
structures that oppresses marginalized groups (Shields, 2010; 2011; 2013).  
 The goal of this change plan is to communicate positively and with enthusiasm. As 
Armenakis and Harris (2002) suggested, the focus will be on communicating persuasively why 
the change will be good. Furthermore, as shown below in figure 3.4, five key fundamentals 
suggested by Armenakis & Harris (2002) are thoughtfully considered in the development of this 
plan: discrepancy, efficacy, appropriateness, principal support and personal valence. (Armenakis, 
Bernerth, Pitts, & Walker, 2007; Armenakis & Harris, 2002; Klein, 1996).  
 
Figure 3.4 Five Domains for Communicating Change Plan. Adapted from The Five Key Change 
Message Components. Armenakis, A. & Harris, S., (2002). Crafting a change message to create 
transformational readiness. Journal of Organizational Change Management, 15(2), 169-183. 
 
 The target audience of this communication plan is UA staff which consist of principal, 
vice-principal, lead teachers (also members of the admin team), teachers, and support staff. This 
communication plan has three main objectives:  
1. Communicating the need for change to building awareness and readiness 
2. Communicating change process and actions clearly and persuasively at each phase  
3. Communicating progress and milestones throughout the change process. 
 This communication plan is linked to current UDSB’S strategic plan and its commitment to 
equity and inclusion to ensure alignment of school and board goals. The achievement of its three 
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goals will demonstrate the success of the plan. The communication plan will be introduced early 
in the school year (sometimes in September) to take advantage of the timeline for developing 
UA’s annual school improvement plan. The leadership approaches utilized in this OIP calls for 
promotion of democracy, critique, shared vision and collective consensus (Leithwood, 2012; 
Shields, 2010; 2011). Therefore, it is wise practice to propose that change leaders examine the 
plan before its implementation. Change leaders will meet in August to study this OIP, discuss 
the communication plan and the resources needed. Also, change leaders will evaluate this 
communication plan at the end of each phase to make adjustment or modifications if needed. 
However, it is important to note that as change progresses, this communication plan may be 
changed or modified if needed to ensure the successful completion of the change plan. 
Phase 1 - Communicating the Need for Change to Build Awareness and Readiness (Plan) 
 According to Beatty (2015), “The vision of the preferred future, or the answer to the 
“what we are striving to become? question, must be clear and motivating” (p. 1). Therefore, the 
primary goal of the phase one as stated earlier on is to communicate clearly the need for change 
by preparing staff for change and highlighting “why change will be good” (Armenakis and 
Harris, 2002, p. 181). Building awareness and readiness will be accomplished through active 
and persuasive communication with the provision of related internal and external data as 
evidence to support the need for change and the connection of UDSB’s goals, vision, and 
strategic plan. For example, data such as student demographics, report cards, EQAO results, and 
results of parent and student survey will be shared and analyzed. The first cycle of the CTI in 
phase one will begin during the first staff meeting in September with a focus on setting direction 
for the change. 
 Through face-to-face communication medium, the change message will be articulated 
using PowerPoint Presentation that will be co-presented by the admin team (principal, vice-
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principal, and myself as the lead teacher). The goal is to illuminate the issues, needs, and 
rationale for challenging status quo while explaining directives and first few steps. As Klein 
(1996) indicated, “the ambiguities that most changes give rise to are more pronounced during 
the early stages and consequently an intensive, multimedia approach designed to justify and 
rationale the change and to reduce uncertainty seems appropriate” (p. 44). Thus, the change 
readiness message in this OIP will be repeatedly conveyed in the early stage using existing 
weekly bulletin, group chat, grade team meetings and school-wide email. The hope is that staff 
will be able to “develop an understanding of the change initiative, what is required of them, and 
why it is important” (Cawsey et al., 2016, p. 324). 
 As mentioned in the section above when articulating the implementation plan, the already 
existing structures at UA will be utilized to ensure consistency. For example, change message 
will be communicated during the existing bi-weekly PLC structure that will be used for the CTI 
four-stage cycle. In phase one, communication will focus on change readiness while specifically 
highlighting discrepancies, benefits and appropriateness of change, the importance of building 
collective efficacy, change leaders’ level of support and commitment, main support system that 
will be provided during the change process. Active face-to-face communication medium will be 
used as teachers will be active participants engaged in co-sharing and co-learning of new 
knowledge. This medium will allow for two-way communication, immediate clarification of any 
ambiguities, and consequently boost interactions between change leaders and teachers. As Klein 
asserted, “face-to-face communication in a group context can be a powerful force in the service 
of a successful change” (p. 35). 
Phase 2 - Communicating change actions and building momentum (Act) 
 “Just because change leaders are thoroughly familiar with the why, what, and how of a 
change initiative, they should not assume that everyone else knows about it” (Beatty 2015, p. 1). 
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To make a shift to the preferred state, it is imperative to explain not only what needs to change 
but also elucidate step by step how the change actions will evolve. It is also important to ensure 
that stakeholders understand how they will become engaged in change and how change will 
impact them. Klein (1996) asserted that this will help challenge misinformation or 
misconception that may be circulating. Therefore, in phase two, communication will focus on 
the what, how, when, and who questions of change. For example, what are our beliefs and 
values? How does this change vision align with our board’s core mission and values? The goal 
of communication in phase two is to clearly articulate the vision and change actions in detail, 
step by step as teacher engage in their inquiry and as the change progresses. The vision and 
change actions co-created during CTI will be communicated and reiterated through multiple 
communication medium such as weekly bulletin, online group chats and emails. As the change 
implementation advances, the goal is to consistently keep teachers informed of progress, 
adjustments or challenges that needs to be addressed. 
 According to Cawsey et al., (2016), it is important not only to communicate the need for 
change organization-wide but also observe and manage how stakeholder’s reaction propels the 
change forward. In alignment with the mobilization stage of the change path model, in phase 
two, the plan is to ensure that there is open and supportive two-way communication so that 
matters arising can be addressed in a timely manner. Fortunately, the CTI model where 
participants engage in planning, acting, observing, and assessing (PAOA) is centered around 
two-way communication, collectiveness and sharing of ideas and new knowledge (Donohoo 
2017). The communication strategy will also be active and persuasive in this phase with 
repetitions through multiple communication channels in order to boost the retention of the 
change message. Accurate and detailed information will be continually provided on the 
progress, feedback from involved stakeholders will be garnered and shared to boost momentum 
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and maintain enthusiasm and commitment. Modifications or barriers encountered during the 
process will continue to be highlighted to enable co-planning and co-problem solving during the 
CTI cycle.   
Phase 3 - Communicating the change progress observations and modifications (Observe) 
 In phase three, the goal is to critically consider and communicate the outcomes that 
resulted from all the change actions implemented. Donohoo (2017) indicated that, “when 
evidence is shared and collectively interpreted, different perspectives help shed light on the 
results from changes in practice” (p. 88). As mentioned earlier on, reflection is a significant 
component of the CTI process. As Donohoo (2017) stressed that the “conversations that occur 
during structured protocols provide a rich source of evidence of collective efficacy and 
expectancy beliefs” (p. 80). Throughout phase three, change leaders and teachers involved will 
engage in continuous reflections and communication of observations, newly acquired 
knowledge, strategies, instructional practices, and beliefs. For example, conversations and 
reflection exit card guiding questions will include queries like: Does UA staff believe in their 
collective efficacy to achievement gaps? Do external factors such as neighbourhood and family 
life undermine what takes place in UA?  Do staff feel or believe they have the skills and 
resources needed to improve student achievement? Conversations around these guiding 
questions will allow for prioritization of needs and modification of change actions as needed.  
 In alignment with the stage 3 of the PAOA cycle which focuses on observing change 
progress, the plan is to begin to share observations and communicate explicitly the gains made 
toward collective efficacy and student achievement. Classroom walkthrough observations and 
surveys will be analyzed and shared. Resources provided to support change implementation 
including monitoring and evaluation tools will also be discussed and analyzed to determine their 
usefulness and provide adjustments as needed. In addition, teachers’ new roles and 
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responsibilities will be communicated while also addressing any misinformation, issues or 
questions and any new needs that may come up during the change process.  
 As stated earlier on, already existing weekly bulletin, online group chat, and school wide 
emails will continue to be utilized. This consistency will help reduce resistance, rumours or 
uncertainty and continue to boast staff enthusiasm and commitment. As Cawsey et. Al., (2016) 
indicated, “change leaders have a choice. They can communicate clear, timely, and candid 
messages about the nature and impact of the change or they can let the rumours fill the void (p. 
322). By the end of the third phase, the hope is that staff will be well informed of progress. 
Feedback on attitudes and issues will be obtained and discussed to help clarify new roles, 
responsibilities, and next steps. 
Phase 4 - Communicating the change progress, milestones and success (Assess) 
 Klein (1996) claimed that “publicizing successes is especially important during the 
changing stage of the change process” (p. 44). Cawsey et al. (2016) emphasized that “the final 
phase marks the point at which the change experiences as a whole need to be discussed” (p. 
322). Similarly, Markiewicz and Patrick (2016) explained that monitoring and evaluating an 
implementation plan helps stakeholders learn about what makes a program successful in its 
context and vice versa. Therefore, during the fourth and final phase, the goal is to debrief and 
communicate progress which includes highlighting milestones and celebrating learning and 
success of the change process irrespective of how incremental the gain is. As Donohoo (2017) 
suggested, this stage is about attaching meanings to outcomes and determining what is important 
by asking questions like: what did we learn? What conclusions can we draw based on evidence? 
Has collective efficacy improved? (p. 90). 
 Also, in alignment with the institutionalization stage of the change path model, change 
progress will be communicated to stakeholders based on the measuring tools used to gauge 
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progress and identify modifications as needed. At the institutional stage, it is vital to avoid 
conflicting or inaccurate messages. As Cawsey et al., (2016) pointed out, “measures influence 
what people pay attention to and how they act” (p. 346). Therefore, effective accurate 
communication about progress based on data as evidence must be detailed and active in order to 
shift beliefs and practices from the past to the present state. Communicating the power of 
collective efficacy in closing achievement gap will not only help in elevating efficacy but also 
create trust in the process and in the institutionalization of new structures, knowledge, skills, and 
abilities (Cawsey et al. 2016). 
 To ensure consistency, the existing communication channels at UA will continue to be 
utilized at the fourth and final phase. This will include face to face communication which 
automatically occurs during CTI cycles as teachers are engage in discussions and sharing of 
ideas. Online chat group, written communication such as emails, weekly bulletin and reflection 
exit cards will continue to be used to garner feedback, specific milestones, achievement and 
challenges. As stated earlier on, communication will be active and persuasive while internal and 
external data regarding the change vision are provided throughout. As Armenakis and Harris 
(2002) asserted, using relevant data helps in managing communication by providing vicarious 
learning opportunities while making the change believable (p. 172). During the final phase, 
highlighting and celebrating success irrespective of the incremental gain made is vital as it 
allows for an evaluation of the change progress, reinforcement of staff commitment, and 
reduction of pressure to succeed. The burden of achieving set out vision will be reduced when 
successes related to preferred future state are communicated to stakeholders (Armenakis and 
Harris 2002; Cawsey et al. 2016; Klein 1996).   
 In sum, as articulated throughout this section, keeping involved stakeholders informed 
continuously is essential. Bryson (1995) underscored the importance of investing in 
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communication, arguing that stakeholders should be given the opportunity to thoroughly 
understand and appreciate change implementation goals. The goal of this communication plan is 
to communicate effectively in a timely manner the need for change, change process, actions, 
progress, milestones and change successes while linking goals to current UDSB’S strategic plan 
and utilizing existing communication channels to ensure consistency and alignment of school 
and board goals. However, it is important to note that, although the target audience of the 
communication plan is UA staff, students and parents will be informed of the classroom 
walkthroughs that will happen to improve teaching and learning. This information will be shared 
with parents through school-wide emails. Teachers will share the collaborative inquiry process 
including the walkthrough purpose and expectations with students in their classrooms. Table 3.4 
below presents a summary of this communication plan.   
Table 3.4. Communication Plan Summary 
 
Phases/PAOA Cycle Communication Goals Communication 
Strategies/Channels 
Phase 1 – Plan 
 
- Articulate discrepancies needs, rationale 
- Set direction, explain directives 
- Build awareness, readiness, reassurance 
- Explain CTI structure and process 
- Presentation at staff meeting 
- Face-to-face communication  
- Bi-weekly CTI meetings 
- weekly bulletin, online group 
chat, grade team meetings and 
school-wide emails 
 
Phase 2 – Act 
 
- Communicating change actions step by step 
- Address concerns, misconceptions and build 
momentum 
-Articulate and clarify benefits, tools, processes, 
roles and responsibilities 
- Face-to-face communication  
- Bi-weekly CTI meetings 
- weekly bulletin, online group 
chat, grade team meetings and 
school-wide emails 
 
Phase 3 – Observe 
 
- Communicate the outcomes that resulted from 
change actions 
- Share classroom observations and teachers’ 
reflection notes/feedback 
- Explain challenges, progress, and modifications 
- Face-to-face communication  
- Bi-weekly CTI meetings 
- weekly bulletin, online group 
chat, grade team meetings and 
school-wide emails 
 
Phase 4 – Assess 
 
- Debrief, communicate progress and highlight 
milestones 
- Publicize learning and success of the change 
irrespective of how incremental the gain is. 
- Explain conclusions based on evidence 
- Articulate next steps 
- Face-to-face communication  
- Bi-weekly CTI meetings 
- weekly bulletin, online group 
chat, grade team meetings and 
school-wide emails 
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Chapter 3 Conclusion 
 To close achievement gaps, we must address the contexts in which learning takes place 
and create a school environment where race and socio-economic status are no longer a predictor 
of student success (Boyken & Noguera, 2011). Chapter 3 provides a framework for 
implementing, monitoring and communicating the organizational change process proposed for 
the elevation of collective teacher efficacy at UA using Cawsey et al.’s (2016) change path 
model and Donohoo’s (2017) Plan-Act-Observe-Assess (PAOA) model. The chapter begins with 
a discussion of the change implementation plan with an outline of the strategies utilized. With 
reflection at every stage, the implementation will be in four phases to allow for deep learning and 
opportunities for focused and meaningful discussions. This chapter also explored the monitoring 
and evaluating strategies that will be employed during the change process. This will help support 
accountability, informed decision-making, and also guide the overall change process. Chapter 3 
ends with a detailed communication plan that articulated the change process. This OIP concludes 
with the proposition of two next steps and two future considerations for the enhancement of CTE 
that will heighten student outcome and close achievement gaps. 
Next Steps and Future Considerations 
  Two next steps are recommended after the implementation of this OIP. The first step is 
to ensure that upon the closure of this OIP, a new cycle is initiated and newly acquired 
knowledge, practices, beliefs, structures and processes become customary to ensure the 
sustainability of the gains made (Cawsey et al., 2016; Donohoo, 2017; Donohoo & Katz,2020). It 
may become important to share the outcome of this OIP with other schools in the same network 
with similar settings. Sharing best practices and engaging in best professional dialogues may 
provide insights for closing achievement gaps to other demographically equivalent model 
schools. However, given that context matters and “one hat may not fit all”, schools should 
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modify or adapt this OIP to fit their own specific context. As Martin (2007) indicated in 
explaining integrative thinking, what works in one context may not work in another. 
 The second next step recommended is the continuation of the CTI model utilized to lead 
this OIP. This continuity will help engage teachers in professional growth and strengthen teacher 
collaboration at UA. Leveraging CTE will not only transform collective beliefs pertaining to 
teachers’ collective power to close achievement gaps but also discredit the belief that closing 
achievement gap at UA is beyond teachers’ control. In explaining the need to foster CTE, 
Donohoo (2017) pointed out that CTE not only creates opportunities for meaningful 
collaboration but also help interpret results, provide feedback and empowers teachers to establish 
goals specific to teaching and learning while working towards their targets in innovative and 
meaningful ways. Therefore, after the final phase of this OIP, the administrative team in 
collaboration with teachers should identify another problem of practice for the next CTI cycle 
with a focus on the board’s vision of creating equitable school system where equity and inclusion 
is promoted. This will help in enhancing teaching and learning that will continue to close 
achievement gaps. 
  However, in planning the next CTI cycle, it is important to be flexible and allow teachers 
to set their own goals based on grades, divisions or specific student needs. Teachers should be 
encouraged and supported to work collaboratively in innovative ways to meet their set out goals. 
This bottom-up approach in alignment with transformative leadership will give teachers the 
opportunity to lead their own learning and set goals for instructional best practices to meet 
student needs in meaningful ways. Consequently, narrowing achievement gaps and ensuring that 
students are not marginalized.  Furthermore, opportunities for teachers to meet and share best 
practices, experiences and challenges not only help in challenging status quo but also inspires 
teachers to continue to critically examine their practices, belief systems, and attitudes in very 
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significant authentic ways. As Shields (2010) pointed out, as educators, it is important to reflect 
on our moral purpose with a focus on social justice and disrupt inequities, beliefs or practices 
that may oppress marginalized groups. 
 With regards to future considerations, two suggestions are presented to help ensure the 
sustainability of this OIP. In recognition that each model school context is also unique, the first 
future consideration is creating a school improvement plan (SIP) policy or framework specific to 
each model schools with a focus on the elevation of CTE. This can become an essential 
component of SIP and a common occurrence at UA in the fall when SIP is developed. CTE 
enhancement can be integrated into SIP with a focus on improving students or teachers’ learning 
or well-being. By incorporating collective efficacy into SIP every year, a structure for 
meaningful collaboration will be established, staff will be empowered and supported while 
leaning on a collective responsibility for improving student outcomes so that disparity will not be 
evident when aggregate data are examined. In addition, as staff share and draw from each other’s 
experiences, expertise, and skills, they will “develop common understanding of students learning 
needs and instructional practices” (Donohoo 2017, p. 62). Another benefit of creating this type of 
school improvement policy or framework is that it will serve as a guide for the change process if 
the change leaders are transferred or transition to another position or school. 
 The second suggestion to be considered in the future is the need to deepen the awareness 
of the collective inquiry framework utilized in this OIP. It is worth considering student 
input/voices by applying the same framework in the classroom with a focus on debunking the 
attribution of failure to external factors such as SES, neighbourhood or cultural background. The 
result of this type of inquiry may help address the issue of self-fulling prophecy that was cited in 
chapter one. Also, the outcome of such student-led inquiry may help improve or close 
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achievement gap by providing insights on how to deeply engage students and enhance teaching 
and learning in meaningful ways.  
OIP Conclusion 
 In recognition of the specific context of UA, this OIP has sought to bring forward the 
importance of closing achievement for students in the MSP through the elevation of CTE. 
Collective efficacy is the belief that through collective actions, teachers can impact student 
outcomes and improve learning (Donohoo, 2017; Donohoo & Katz, 2020; Hattie, 2016). 
Research continues to suggest that CTE is an essential tool in promoting meaningful change as it 
is a powerful factor impacting student achievement in positive ways (Bandura, 1997; Donohoo, 
2018; Donohoo & Katz, 2020; Hattie, 2016; Schechter and Tschannen-Moran, 2006; Ware and 
Kitsantas, 2007).  Therefore, the importance of cultivating and fostering CTE must not be 
underrated or disregarded. If school leaders and staff members could develop and enhance CTE, 
the possibilities of closing achievement gaps may become a reality. This OIP, drawing from 
multiple frameworks and models such as Cawsey et al. (2016)’s change path model and 
Donohoo (2017)’s Collective inquiry explored the strength of CTE and presented action plans on 
how it can be applied to boost student achievement at an urban model school. Also drawing from 
transformative and transformational leadership, this OIP anticipates the possibility of offering 
valuable insights into how collective teacher efficacy beliefs can be developed, enhanced, 
measured and sustained to ensure success for students regardless of socioeconomic status. The 
hope is that this OIP will not only contribute to the application of transformational and 
transformative leadership in educational context but also further the study of CTE as an approach 
to organizational problem of practice pertaining to closing achievement gaps for marginalized 
students. 
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Appendix A  
 
Collective Teacher Efficacy (CTE) Scale/Questionnaire for Teachers 
 
Directions: Please indicate your opinion about each of the questions below based on your current position, 
ability, resources, and opportunities. Your answers will be confidential.  
 
 
CTE Questions 1 
Not 
at all 
2 
Very 
little 
3 
To 
some 
degree 
4 
Quite 
a bit 
5 
A 
great 
deal 
1 Teachers in this school really believe that every child can learn 
irrespective of their background. 
     
2. Teachers in this school are able to get through to the most 
difficult students. 
     
3. Teachers here are confident they will be able to motivate their 
learners. 
     
4. Teachers here have the skills needed to produce meaningful 
learning. 
     
5. If a child does not want to learn teachers here never gives up. 
 
     
6. Teachers in this school have what it takes to get the children 
to learn. 
     
7. Teachers can you assist families in helping their children do 
well in school. 
 
     
8. Teachers are well prepared and trained to deal with student 
issues  
     
9. The socio-economic status of students is not a predictor of 
their success. 
     
10. Teachers understand and can relate to students’ lived 
experiences. 
     
11. Students voices and feedback are integrated into curriculum 
planning and teaching. 
     
12. Students’ cultural backgrounds are often reflected in 
classroom activities. 
     
13. Teachers here respect and support each other  
 
     
14. The teachers and students in this school can achieve the 
goals that have been set for them. 
     
15. The school sets high standards for academic performance. 
 
     
 
 
Score 
 
The answer to each question will be scored from 1-5 (1 being the least and 5 being the highest). The score will 
be added to determine the level of collective efficacy at UA. 
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Appendix B 
 
Collective Teacher Efficacy Walkthrough Template 
 
 
Teacher: ____________________________           Subject/ Lesson: _______________________ 
 
 
Observer: ____________________________          Date/Time:  __________________________ 
 
 
 
Rate # Look Fors/ Observed Comments 
 
 Sets high expectations 
 
 
 Uses positive, motivating feedback 
 
 
 Integrates students’ voices  
 
 
 Makes connections to culturally relevant pedagogy 
 
 
 Provides multiple opportunities for teacher supported 
and independent practice 
 
 Motivates, encourages and challenge students to 
engage in learning activities 
 
 Engages students in meaningful learning 
 
 
 Checks for understanding  
 
 
 Uses collaboratively developed success criteria and 
learning goals (clear and visible) 
 
 
 
Debrief/Additional Information:  ___________________________________________________ 
 
 
 
 
 
 
Adapted from the handout “Checklist for Effective Instruction,” found in Texas Center for Reading and Language 
Arts. (2002).  
 
  
 
